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This study was an enquiry into the problem of decolonization from the perspectives of 
certain university students, and students of South African higher education institutions 
as expressed during the ‘Fees Must Fall’ uprisings in 2015. The fact that students 
demanded the decolonization of curricular content because they felt estranged from 
the curriculum, coupled with the fact that the medium of instruction is mainly ‘English’ 
drew the attention of many scholars and researchers, including young researchers of 
which I am one. This has resulted in several studies investigating what changes have 
been made, particularly via the language policies of universities, to implement 
functional multilingualism. Challenges have been encountered with policy 
implementation, in particular those aimed at supporting functional multilingualism not 
only in South Africa but in countries such as India, Singapore, Canada and even the 
USA (Ricento,2005 and Schiffman,2006).  
The theory of social justice and Vygotsky’s interactionist learning theory, which lays 
emphasis on the zone of proximal development (ZPD) and the critical nature of 
scaffolding in learning, were used in this study. These gave a better understanding of 
the challenges faced by the University of Bhuta (UB; pseudonym) towards its 
implementation of functional multilingualism as stated in the language policy of the 
institution. Data collected by use of interviews, questionnaires to students, analyses of 
websites and observations on campus, portrayed the extent to which functional 
multilingualism has been practised. Two main findings of the study are the preference 
of English and the silent non-inclusivity of the other adopted languages in the institution 
due to lack of funds. Finally, recommendations were made to assist with the future 
realisation of functional multilingualism not only at this institution but in higher 
education institutions in general. The government and the management of the 
institution were advised to make funds available for the implementation of functional 
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CHAPTER 1: INTRODUCTION  
 
1.1 Introduction 
The fall of the apartheid regime in 1994 marked a new era in the government of 
South Africa. Many changes as well as new laws and policies were enacted in the 
pursuit of democracy. One of the domains that experienced changes was 
education. It was of utmost urgency for the educational sector to undergo changes, 
especially in terms of the language of teaching and learning (LOTL), because the 
former apartheid regime was seen to have used language to discriminate against 
and exploit non-white South Africans (DoE, 2002:). This was evidently the major 
reason for the June 1976 uprising when the students revolted against the use of 
Afrikaans as the LOTL. Yet it is noteworthy that English was not the subject of the 
revolt. (ENCA, 2014). Latterly, English has been positioned as the dominant LOTL 
in the educational sector of the country, which is remarkable considering that 
English is not the most spoken language in the country. 
Statistics show that Isizulu is the most spoken language in the nation with 22.7% of 
the population using it as their mother tongue followed by IsiXhosa with 16%, the 
next being Afrikaans with 13.5%, followed by English with just 9.6% and finally 
Sepedi with 9.1% (Stats SA, 2012:29). Logically, it would be expected that the most 
widely spoken language should be the LOTL, but studies show that English is. 
Despite the many legislative initiatives of the democratic government such as the 
Language Policy of Higher Education (LPHE, 2002) aimed at the pursuit of 
multilingualism and equity to access and success in higher education, English 
remains the LOTL (DoE, 2002:15). Afrikaans had to be maintained as the language 
of science and scholarship while the other local languages would be developed to 
become mediums of teaching and learning in a bid to promote social justice and 
democracy (Section 21 of LPHE). The fact that over two decades since the 
democratic government came into existence (from 2015), university students all 
over the nation have continued to demand the decolonisation of curricula via 
language the LOTL is troubling. Students feel estranged from the curricula. This 
gives impetus for this study to find out why things have not changed when it comes 
to adopting a multilingual approach with regards to studying in higher education. It 
is important to determine what the challenges and loopholes in the pursuit of 
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functional multilingualism in HEIs and particularly at UB could be and what the 
University has done so far towards responding to the demands of the students since 
2015. 
1.1.1 Defining Functional Multilingualism  
 
The Department of Education (DoE, 2002) considers functional multilingualism to 
be the art of developing indigenous South African languages to become languages 
of teaching and learning at all levels of education to the point of “code-switching” 
during lessons. This is to facilitate understanding (often referred to in the study due 
to its critical nature in South African Education sector and in the institution under 
investigation). Local languages should be used in education alongside English and 
Afrikaans as a means of ensuring equity and parity for the formerly marginalized 
languages and cultures as well as the people represented by these languages. The 
practice of multilingualism in schools, particularly in higher education, implies the 
use of the mechanism of interpreters, translators, pedagogic materials developed 
in local languages, study guides, textbooks, dictionaries and glossaries in the 
different local languages made available in schools for the better grasping and 
understanding of curriculum content. Implementation of functional multilingualism 
implies that the government and educational institutions put in place training 
mechanisms to enable staff and students to improve proficiency in the languages 
adopted by the schools and institutions of which they are part. The result of such a 
practice would be intercultural communication (code-switching) during lectures, 
better understanding and greater academic success. To add, lecturers and students 
would become flexible and more inclusive which further leads to respect for others 
and the cultures they represent (Myburgh et al.,2004). 
1.1.2 A Brief History of the "University of Bhuta" 
This is a comprehensive university founded in Gauteng province more than forty 
years ago. This institution was primarily an Afrikaans speaking university which 
merged with three other institutions. This merging brought in an influx of non-
Afrikaans speaking students which resulted in English being adopted as a parallel 
medium of instruction. Yet it is noteworthy that English did not only become one of 
the languages of the bilingual language policy adopted by the institution in the mid-
2000s; English has presently replaced Afrikaans. The other two local languages 
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Isizulu and Sepedi (Sesotho sa Leboa) are the local languages adopted by the 
institution due to the fact that these local languages are spoken in the province by 
the majority of the population. This adoption is required by the constitution which 
stated that local governments and provincial authorities adopt the most widely 
spoken local languages of their provinces. The adoption of these other three 
languages apart from Afrikaans by UB meant that the institution had set out in the 
pursuit of multilingualism in a bid to provide equity and parity to the formerly 
marginalized languages in South Africa (Beukes and Pienaar, 2006). Currently, 
English is the only LOTL, as well as the language of administration and marketing 
thus begging the question of what happened to the pursuit of multilingualism by this 
institution. 
1.2 Problem Statement 
 
This study sets out to consider the language policy of the University of Bhuta which 
is inspired by the South African Language Policy of Higher Education (LPHE, 2002) 
The LPHE which came into existence with the collapse of the apartheid regime in 
1994 had the vision of fostering democracy through functional multilingualism. 
Through the theoretical framework of social justice as well as that of cognitive 
justice, this study will discuss some of the possible unforeseen or unacknowledged 
complexities involved in the practical implementation of this new language policy. 
1.2.1 Cognitive Justice 
Cognitive justice can be defined as the art of making curricular knowledge available 
and accessible to all learners. It is also considering the pedagogy and language 
used in disseminating this knowledge such that no learner feels discriminated 
against due to a lack of understanding or inability to grasp content. 
 It is certain that language influences understanding (thinking) even as Wittgenstein 
(1972) posits that “the limit of one’s world is the limit of his language,” implying that 
you can only make progress in life as far as your language skills can take you. Thus, 
the LOTL goes a long way to determine understanding and academic success. With 
the realisation that the educational sector was one of the critical means by which 
the apartheid government drove discrimination in society, the new democracy of 
1994 had to quickly take measures to ensure educational transformation. The nine 
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other indigenous languages which had been marginalized became formal 
languages. These had to be developed into languages of research, science and 
technology. The nine languages had to be used in every sphere of education 
particularly in the tertiary sector of education, to ensure equity and parity of all local 
languages and the knowledges and cultures they represent. To add, the 
government and the ministry of education made such changes in a bid to enable 
students at this level to learn in their mother tongues, the languages in which they 
had a good mastery and proficiency. It was thought that, when taught in their mother 
tongues, students would be better able to carry out critical thinking, access 
curricular knowledge and develop a firm understanding of concepts thus leading to 
success. 
  Based on the fact that education is “a discursive arena in which particular resources 
are reproduced, given value and disseminated in a particular way which allows for 
competition over access and usually unequal distribution” (Heller, 2008), the 
government of South Africa had to enact new language policies in education to 
ensure cognitive justice, which would later result in social justice. The bilingual 
(Afrikaans and English) educational system was abandoned for a multilingual one.  
 According to Bukatko et al. (2004) students learning in multilingual environments 
have an advantage over those who learn in monolingual environments because 
they can think, reflect and verbalize their thoughts in more than one language. Such 
learners have a greater control over their cognition or their thinking processes with 
also the ability and tact to overcome second language hurdles when expressing 
themselves. This builds mastery in their fields of study: a wealth that could be 
greatly multiplied in the rainbow nation and which will certainly contribute to nation 
building. This provides a backdrop for the pursuit of plurilingualism (multilingualism) 
in South African education. 
The South African educational sector was accordingly faced with a linguistic 
dilemma due to the fact that English and Afrikaans are the only languages 
considered capable of functioning fully as languages of learning and teaching at 
higher education institutions (HEIs) (Foley, 2004). The real problem is that, most 
students at the universities are not sufficiently proficient in English and/or Afrikaans 
to be able to study effectively through these languages (Stats SA, 2003). 
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Through the theoretical framework of social justice and cognitive justice, the critical 
issue of universalism imposed by colonialists  on people of different belief systems, 
genders, tribes, cultures, and religions, which obscures their subjectivisms is 
considered as postulated by Kelman (1972).The languages of teaching and 
learning at universities today have not changed much despite the numerous 
language policies made after 1994 giving the nine marginalised indigenous 
languages equal status to English and Afrikaans (Beukes 2004 and Alexander 
2000). This has led to failure and exclusion from universities. Learning is most 
effective if the language of teaching and learning is one’s mother tongue; the 
language the learner has best mastered (Myburgh et al., 2004). Studying in one’s 
local language enables learners to grasp and understand the content. It further 
allows for critical thinking and assimilation of new concepts faster than when studies 
are carried out in a second or third language (PanSALB, 2000). On the other hand, 
students who do not have English as their first language grapple with understanding 
new concepts. Studies have also shown that only 30% of those whose mother 
tongue is other than English understand mathematical and scientific concepts 
taught in English (PanSALB, 2000). Such students have great difficulties thinking 
and reflecting first in their mother tongues before translating into English. This slows 
down understanding, assimilation and mastery of concepts when compared to 
those who have English as a home language. To add, access to the curricular 
knowledge is hampered due to language gaps thus the help, push or pull required 
from their lecturers, tutors or university staff has been weak or completely absent; 
resulting to the hampering of cognitive development as posited by Kozulin (1998). 
This makes it hard if not impossible for the student to cross the zone of proximal 
development (ZPD) to the plain of acquiring new knowledge.This is equal to 
stagnation and may lead to failure and dropout. The fault is not that of the students 
but of the government and of the university’s language policy weaknesses that do 
not enable them acquire the language skills required for learning. According to 
Kelman (1972) and Crawhall (2001), the government must vigorously pursue 
functional multilingualism at all costs for no language must be termed ‘minority’. All 
languages represent a people with a culture and value systems desperately needed 




1.2.2 The Theory of Social Justice  
 
South Africa as a nation has a liberal, rights-based constitution which prohibits 
anyone from being discriminated against on the basis of language particularly in the 
educational sector. Anyone has the right to study in any of the 11 official languages 
of their choice and any linguistic community has the right to use the cultures and 
languages of their community (section 30 of The Constitution, 1996). This implies 
that learners/ students must feel free to study in the language in which they are 
most proficient by law. This compels schools and HEIs to render this possible by 
adhering to the laws of their provincial governments which protect the linguistic 
rights of the population. The provincial authorities are tasked with ensuring that the 
most widely spoken language(s) of the province is adopted by academic institutions: 
thus, not only English or Afrikaans should be used, but other local languages (DAC, 
2003). The development of such inclusive language policies in education especially 
at HEIs ensures “parity of esteem” and gives room for those who were formerly 
discriminated against to be treated “equitably” (DAC, 2003). 
Furthermore, the high percentage of South Africans, more than 76.9% (Van LIT, 
2015), which speaks local languages will have access to education and success 
which further leads to social mobility. This enables the formerly marginalized to take 
part in the basic distributive justice of the society as posited by Keet et al. (2006). 
To add, the democratic frame of equity and fairness as postulated by Rawls (1958) 
states that people of the same society who compete against each other should be 
given “consistent” liberties to take part in nation building, particularly through 
education. Therefore, the government of South Africa decided to apply this in the 
tertiary sector of education unlike in the past when certain languages, cultures and 
the peoples represented by these languages were discriminated against (Keet et 
al., 2006). 
The above terms- Cognitive Justice and Social Justice are being addressed at the 
beginning of the study to relay the democratic twist of the study. The title of the 
study implies a move toward democracy(decolonisation) through multilingualism in 




1.3 Motivation for the Study 
 
The researcher as a fellow student in one of the South African Universities and as 
a future teacher(who will certainly experience the impact of the language barrier on 
the performance of learners currently being experienced by teachers) is curious to 
find out how the government and UB have responded to the request of the students 
for a decolonization of the curriculum via language since the “The Fees Must Fall” 
uprisings in 2015.Students all over the nation expressed the fact that they felt 
estranged from the curriculum (Langa, 2017) which was disseminated mostly in 
English and Afrikaans at higher education institutions and universities, meanwhile 
the democratic government had promised functional multilingualism in 1994 (CHE, 
2001).This was to ensure parity and equity of all the 11 formal languages of the 
nation to ensure access and success in education for all. Also, the study was carried 
out to gain knowledge and understanding of functional multilingualism in South 
African higher education. 
The pursuit of multilingualism was entrenched in the 1996 Constitution, the LPHE 
(2002) and the Report of 2005 which revealed plans and objectives on the 
development of indigenous languages for use as LOTL. 
1.4 Aim of Study 
 
This study sets out to document the experiences of lecturers and students with 
current language policies and practices. When learning takes place in one’s first 
language the likelihood of effective learning is high unlike when done in a second 
or third language (Mybourgh et al., 2004).Thus, with the current language policies 
adopted in HEIs, the researcher seeks to know if the right LOTL is being used in 
this in UB. This will warrant the adopted local language/s of UB to be developed to 
become LOTL and pedagogic materials developed as well in the local language/s. 
Not leaving out the fact that courses in the adopted local language/s must be 
developed and be made compulsory for effective implementation of the language 
policy of the institution.  
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1.5 Research Questions  
 
This study, which focuses on a single institution, sets out to investigate the response 
of the institution to the request of the students for a decolonisation of the curriculum 
from which they felt estranged due to language barriers. 
 What are the obstacles and challenges faced by the institution towards the 
pursuit of a multilingual language policy that is truly inclusive? 
 Does the decolonisation of higher education through language inclusivity 
imply the development of African languages so they can be used as 
languages of teaching and learning? 
 Have courses been developed in these African languages as with English, 
which has compulsory credit bearing courses before graduation?  
 Have appropriate materials and pedagogies been developed in the local 
languages adopted by the institution? 
 
1.6 Significance of the Study 
 
There is a pool of knowledge in this area of studies carried out by scholars and 
institutions such as Beukes (2004), Alexander (2000),Myburgh et al., (2004), Foley 
(2004), PanSALB ( 2000) and Stats SA (2003), (just to name a few ) who portray 
the critical importance of learning in the first language and the negative 
consequences of studying in a second language; particularly English. This study 
will add to this wealth of knowledge as well as on policy enactment. For the study 
will reveal the challenges involved in policy implementation, particularly concerning 
the practice of functional multilingualism in higher education institutions. It will 
further contribute to a better understanding of all that is involved in the actual 






1.7 Outline of the Study 
 
This research effort is formatted as follows: 
Chapter 1 is a general overview of the research. It provides the reader with the 
context of the case being studied, the motivation of the study as well as the 
significance of the study. 
Chapter 2 focuses on understanding the term decolonization from the perspectives 
of students of certain universities in South Africa as well as the different 
perspectives of decolonization as understood by different scholars. It also focuses 
on the type of decolonization adopted by South Africa particularly in the education 
sector. 
Chapter 3 is centred on the research methodology used for the dissertation. It 
provides information about the research approach, the instruments and the sample 
used. 
Chapter 4 presents the data of the different instruments used. 
Chapter 5 is the interpretation of data using the theoretical framework of social 
justice and cognitive justice. 
Chapter 6 is focused on discussion and recommendations as well as the limitations 
of the study. 
 
1.8 Conclusion 
This chapter introduced the study by stating a brief history of language in education 
and the role of English in South Africa’s education sector. It defines key concepts 
such as functional multilingualism, cognitive and social justice. It further addresses 
the main problem of the studies, the motivation of the study, the aim of the study, 




CHAPTER 2: LITERATURE REVIEW and Theoretical Framework 
2.1 Introduction 
The purpose of the study is to find out how functional multilingualism is practiced in 
HEIs and universities in South Africa and what are the challenges involved, in order to 
implement functional multilingualism in HEIs. To fulfil this purpose, clarity will be 
gained by considering the different contextual perspectives of decolonization and the 
challenges it involves. It is worth mentioning the fact that this consideration is done 
through the lens of social and cognitive justice. Also, the role of language in education 
and its importance in learning is explored. To add, this chapter will consider the role 
of language policies in higher education; how these policies were adopted as well as 
the transformative nature of the adopted policies. Finally, the different proponents for 
or against the adoption of multilingualism will be equally explored with a view to 
understanding the reluctance in the persistent pursuit of functional multilingualism. 
 
2.2 The Significance of Language in Education Language in Education 
 
Language constitutes a vital element in the learning process in the views of scholars 
such as Vygotsky (1978) and Wittgenstein (1922), both socio-cultural theorists of 
education. They both postulate that learning takes place as a result of a social 
interaction through the use of language or speech as a learner interacts constantly 
with his environment or with the “other”. To these scholars, “learning is defined as the 
constant changes an individual makes to adjust to their constantly changing 
environment.” These changes cannot take place without the learner communicating 
with his/her environment and usually for communication to take place there must be a 
language. The language must be understood in the learning environment and by the 
learner particularly. To add, Vygotsky posits that for learning to occur, there are tools 
that must be present such as symbols, psychological tools, and ‘others’, (meaning 
people), who could be an experienced adult or peers who are more experienced, for 
“through another we become ourselves”(Vygotsky, 1978). These ‘others’ help the 






2.2.1 Zone of Proximal Development 
 
Vygotsky (1978: 86) defines the ZPD as “The distance between actual developmental 
level as determined by individual problem solving and the level of potential 
development as determined through problem solving under adult guidance or 
collaboration with more capable peers.” For problem solving to take place, there must 
be social interactions between the learner and the ‘other’(s) known as inter-
psychological interactions in the social plane which later lead to intra-psychological 
interactions on the individual plane which in turn facilitates higher mental functions. 
The learner repeatedly uses the language of instruction to carry out what Vygotsky 
terms “egocentric speech” to fully understand a concept. This enables the learner to 
solve problems independently without any help from the other thus indicating the 
scaffolding process was successful and indeed that progress has been made.  
 
The scaffolding process involves the use of the “language game” first expounded by 
Wittgenstein (1922) such that, as the experienced adult gives instructions that are 
understood and followed by the learner, the learner internalizes, assimilates, adjusts 
and carries out self- regulation indicating learning has taken place. Thus, the newly 
acquired knowledge will be conserved. Yet, if there is a language barrier that distances 
the learner from the concept which must be understood and grasped, higher mental 
functioning would not be possible. This will indicate a by-pass of the peer or 
experienced adult and the learner during the language -game which results in lack of 
communication, lack of understanding, failure, repetition and consequently dropout.  
 
The above explanation gives us an understanding of the university students’ demand 
for a decolonization of curriculum in South Africa during the strikes that began in 2015. 
They expressed the fact that they felt estranged from the curriculum since the LOTL 
was mainly English, a language in which their proficiency was limited when compared 
to their mother tongues. This provides impetus for this study. The researcher sets out 
to investigate what changes have been made, no matter how minimal, as far as the 
language policy in UB is concerned. Considering how critical language is in education, 
a historical overview of language policy in South African higher education before 1994 




2.2.2 Pre-1994 Language Policy in Higher Education in South Africa 
 
There was glaring inequality portrayed in the educational sector of South Africa before 
1994 largely in consequence of the fact that the apartheid regime was in power. This 
regime had the national ideology of preserving the white Afrikaner culture thus the 
LOTL was either Dutch. English was used in the Anglo-Saxon universities (with Anglo-
Saxon cultures) which had been established in the early 1900s. Black students who 
studied in any of the white universities did so in a language they were not proficient in. 
When black universities were established, they were expected to mimic the 
governance, curricula and languages of the existing white universities (Rusbriger, 
2012). 
The black universities did not have any indigenous language nor culture of their own 
to conserve since they used English as the LOTL. To heighten the disparity, they were 
not allowed to study courses such as science or engineering and technology, which 
were meant for white students (Rusbridger, 2012). 
 
Clearly, the proliferation of Afrikaner universities was a strategy of Afrikaner 
nationalism which began in the early 1900s. There was massive disparity between the 
white universities and the black ones when considering resources such as skilled 
personnel, teaching materials and finances. This greatly limited the performance of 
the black universities when compared with the white ones (Rusbridger, 2012) The 
legacy inherent in these arrangements necessitated the immediate transformation of 
higher education language policy with the new democracy in 1994. 
2.3 Language Policy in South African Education Sector after 1994 
 
After 1994, access to tertiary education for those who had been previously 
marginalized became a reality in South Africa.  This move was to have a far-reaching 
impact in the national life at various levels, for the linguistic landscape of the nation 
was to be reconfigured thus resulting in changes to the domain of education.  
South Africa also known as the “Rainbow Nation” due to the diverse races, colours, 
cultures and languages (as a colonial legacy), faced a huge challenge after 1994. The 
boundaries that constricted and defined this new nation with eleven different 
languages warranted immediate attention with the advent of the new democracy. 
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Language, being the bearer of cultures, was one of the most sensitive issues where 
very critical amendments and radical changes were expected. In a bid to reconstruct 
South Africa into a people-centred society, the government, under President Nelson 
Mandela, established the language task group and the Pan African Language Board 
(PanSALB) in 1996. 
 
Amongst the 780 new laws that were adopted, several language policies were 
established at the national level. These trickled down to the provincial and 
departmental levels and finally, to the level of institutions. These included the norms 
and standards on language policy, the Language Policy for Higher Education (LPHE) 
and the Language in Education Policy (LiEP,) (Du Plessis, 2006). The new democracy 
assumed a similar stance to those expressed in the Organization of African Unity of 
1986 which posited that  “African cultural diversity is the expression of the same 
identity, a factor of unity...” (OAU, 1986) and the fact that “Language is the heart of a 
people’s culture” is a critical advantage which should not be neglected, but rather fully 
maximized. To add, the Asmara Declaration which states that the  “diversity of African 
languages is our African heritage which must be fully maximized toward African Unity 
and development (Asmara Declaration, 2000) further supports the fact that 
immediately after independence, the government of South Africa was determined to 
adopt an accommodative and inclusive language policy in the society in general but 
particularly in education. Numerous scholars (Dlamini, 1996; Tlostanova and Mignolo, 
2012; Hoppers and Richards, 2012 and Mbeki, 2007) have expressed the view that a 
peoples’ language represents not only the people but their cultures, values, 
knowledges and belief systems. Yet some had been marginalised and excluded from 
nation building in South Africa in the past by western imperialists who used their 
language to advance their course.  
 
Motivated by these views, Reagan (2002) reasons that the South African government 
created Lang-Tag immediately after independence so as to make the most of the 
nation’s unique wealth which is language diversity. The aim of this task force was to 
investigate the complex issues involved in the language injustices and inequalities of 
the past under the apartheid regime and make recommendations to inform policy. This 
was undertaken with a view to maximising the possible benefits of decolonization and 




The language policies of the past that privileged Afrikaans and English and which 
excluded most black South Africans from gaining access to higher education had to 
be urgently addressed (Dlamini, 1996; Hoppers and Richards 2012, Mbeki 2007). 
According to Minister Ngubane who headed this move, the Lang-Tag was a 
“watershed” of South Africa’s future language policies (Ngubane, 1996). This was the 
first and most inclusive language planning initiative because it was unlike the 
authoritative top-down, non-consultative change procedures usually carried out by the 
government (Heugh, 2002). Rather, the Lang -Tag plan adopted a bottom-up 
approach, which involved language stakeholders. Indeed, there was room for 
stakeholders to carry out propositions that would be taken into consideration and acted 
upon. This really suited the delicate and peculiar democratic changes afoot in South 
Africa and the language diversity issues of the time. Inclusivity was then the mode of 
social and political interaction. Furthermore, the executive arm of the government gave 
authority to the Department of Art and Culture and the Department of Science and 
Technology to lead the planning that aimed at: 
 Language equity 
 Language development policies (All languages must become an economic re-
source), 
 Equitable and widespread language services.    
 Language in education as well as language in the public service. 
 
 All South Africans were encouraged to acquire languages other than their mother 
tongues, so as to enable them to function in whatever context. Despite these grand 
and laudable objectives, aimed at facilitating university access for the previously 
marginalized, other language experts such as Kamwangamalu (2010), Moodley 
(2000), Heugh (2003), Webb (2006), Verhoef (1998) as well as Du Plessis (2006) 
considered Lang-Tag a failure. They found the Lang-Tag inadequate when it came to 
considering the language plan laid down by the government and its implementation. 
According to them, multilingualism was hardly pursued. There was rather an evident 
lack of commitment toward the pursuit of multilingualism at a national scale. 
Monolingualism was still preferred and pursued by politicians, businessmen and even 
in the educational field. The government’s justification was the low cost and 




The fact that using English in schools was cost effective could not be denied because 
a new curriculum in all 11 official languages with pedagogic materials (such as 
textbooks, workbooks and dictionaries) to render teaching and learning effective could 
not be created overnight or without considerable expense. The Lang-Tag’s success 
was definitely limited. This later led to the creation of the Language Board of South 
Africa (PanSALB) in 1996 as well as the establishment of a non-governmental 
advisory group responsible for spear-heading the implementation of a national 
language plan (DACST 1995). 
  
2.3.1 PanSALB and the National Language Policy Framework (NLPF) 
 
a)  PanSALB  
The Pan South African Language Board (PanSALB) had the responsibility of 
developing all the 11 languages in South Africa. Unfortunately, it failed to do so, even 
though the Bill of Rights echoed the Freedom Charter, which stipulates that “all South 
Africans should have equal rights to use their own language.” It was for this reason 
that PanSALB (February 2003) outlined clearly this implementation plan for 
universities and HEIs to help them formulate new language policies for their 
institutions. This guideline included critical issues such as the language to be used for 
administrative purposes, social meetings, disciplinary hearings, the language for 
health and safety emergencies, language of trainings and what language must be 
used in labour relations. Furthermore, every higher education institution was 
compelled to clarify its language policy with cost-benefit analysis, in addition to the 
mechanisms put in place for policy implementation evaluation.  Finally, the institutions 
were mandated to indicate clear strategies developed to maximise the translation and 
interpreting resources made available by Pan-SALB. The aim was to provide the 
institutions a way forward towards creating new language policies and implementing 
them, but most of these institutions did not use the guidelines.  
 
Some considered it excessively political because too much power would be delegated 
and used for political agendas in the future (Madiba, 2002). Thus, such institutions 
adopted language policies with English as the dominant language (Madiba, 2002). On 
the other hand, those universities which approved of the guidelines and did not treat 
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them with suspicion used them to formulate new language policies; for instance the 
University of Bhuta, which was formerly an Afrikaans university adopted English as its 
main language of instruction to bring in change, yet did not fully apply the different acts  
as will become apparent in this investigation later. Furthermore, the nation of South 
Africa stated in the multilingualism implementation act that universities and HEIs were 
to carry out an  incremental plan of publishing 30%, 60% and finally 100% multilingual 
documents over a period of 3 years. This was to be enforced by PanSALB but to date 
has not been brought to fruition (National Language Policy Framework Implementation 
Plan, 2003).  
 
The fact that the charter created for the pursuit of multilingualism was not enforced by 
PanSALB after a decade could be construed as failure. More so, PanSALB failed to 
carry out the awareness campaigns to mobilise the population on the benefits of 
language diversity in South Africa. Clearly, acknowledging the country’s linguistic 
heritage made the creation of the new National Language Policy Framework (NLPF) 
imperative. Thus, the ministers of Arts and Culture, Science and Technology, 
supported by certain linguistics experts and alongside government language planning 
personnel came up with the NLPF (Beukes, 2015).  
b) The NLPF 
In 2003, the cabinet approved of the NLPF which had the responsibility of realising the 
language plans the government had made in the past, for example the South African 
Language Act and the South African Language Practitioners’ Council Act (DAC, 
2003a:5). NLPF aimed at achieving multilingualism in every community in South 
Africa. This required that all 11 languages had to be given equal status nationwide. 
This way, government services and resources, information and knowledge were to be 
made accessible to all who used previously marginalized African languages. HEIs, 
particularly universities, had to adapt to these new national laws and policies.  
 
In response to this, South African universities have diversified their provision in terms 
of which languages they operate in. The University of Stellenbosch has three formal 
languages: English, Afrikaans and IsiXhosa. The Free State University has adopted 
two official languages: English and Afrikaans, with Sesotho as the African language to 
be intellectualized. In the Zululand, the University of KwaZulu-Natal has adopted 
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English, Afrikaans and IsiZulu. IsiZulu was made compulsory for all first-year students 
without exception (Langa, 2016). In the same vein, at the University of Rhodes, 
English, Afrikaans and IsiXhosa are the formal languages being used. Also, at the 
North West University, English, Afrikaans, Sesotho and Setswana are being used. In 
the University of Witwatersrand, English, Afrikaans, Sesotho and Isizulu (to some 
extent) are being used. Additionally, in the University of Johannesburg, the languages 
used are English, Afrikaans, Isizulu and Sesotho sa Leboa. These universities chose 
the African languages spoken by the majority of South Africans in their respective 
provinces, in accordance with the provincial language policies.  
 
Furthermore, the pursuit of multilingualism by NLPF encouraged the learning of other 
African languages for purposes of national unity. The aim was to mitigate the 
imbalance and inequality created by the former language policy, which was bilingual 
in nature, favouring English and Afrikaans. Accordingly, services were to be delivered 
in the preferred language of the clients locally. At the administrative level, all official 
documents and speeches were to be translated into the 11 official languages (DACST, 
1995, 1996a, b). In cases where this was not needed, the principle of functional 
multilingualism was still being used even though only six languages were used in 
publishing government documents (Tshivenda, Afrikaans, Xitsonga, English and at 
least one of the Nguni groups, (IsiNdebele, IsiXhosa, IsiZulu) and one other of the 
Sotho group (Sepedi, Setswana, and Sesotho). This was very taxing financially and 
time wise for the government because it involved the costly process of training 
translators and interpreters, developing editing and translation terminologies (in 11 
languages), creating language services, language audits, language surveys, language 
codes of conduct and organising language awareness campaigns (DACST, 1995; 
1996a; 1996b). This required huge and costly budgeting and so, in a bid to carry out 
implementation, the NLPF was forced to create sub-bodies such as:  
 
a) The South African Language Practitioners’ Council 
b) A National Language Forum 




Thanks to the efforts of the Lang -Tag, Pan SALB, NPLF, and other related govern-
mental legislation based on the Constitution of 1996, there has been a greater pursuit 
of multilingualism in South African universities. The remarkable efforts and invest-
ments to achieve democracy via multilingualism by the newly created committees can-
not be overlooked. For though the process has been slow, progress is steadily being 
made. To add to this success, the fact that President Thabo Mbeki took his oath of 
office in six official languages (in Siswati, Tshivenda, Xitsonga, Sesotho, English and 
Afrikaans), was a sign that the nation had made huge strides into democracy. This 
was the public elevation of the local languages which were formerly marginalised (Mar-
teene,1999). On the other hand, scholars such as Jernudd (2002) postulate that the 
fact that HEIs and universities have failed in the intellectualisation of indigenous lan-
guages is primarily due to the failure of PanSALB in providing language resources that 
are well developed, researched and established in the various local languages. They 
further argue that despite the fact that there is enormous literature on language policy 
available, little has been written on language policy development via a multilingual 
approach. This renders multilingual discourses in universities lame and weak. It is 
worthwhile mentioning Reagan (1997a, b) for his articulated stance against the pursuit 
of multilingualism pursued by PanSALB, because he considers it an anti-democractic 
philosophy based on ‘divide and rule’. His colleague Bamgbose, (2003) champions 
the existence of relationships between languages thus proposing that they should be 
used complementarily, for this would be taking a step beyond ‘language imperialism’ 
and facing the fact that languages are interdependent. Bokamba and Tlou (1980) ap-
prove of this complementary approach as particularly useful in Third World countries. 
They consider it ‘indispensable’ in the pursuit and growth of democracy in these na-
tions. 
 
Ngugi Wa Thiongo (1986) and Bamgbose (2003) further agree with the complemen-
tary approach by postulating that African languages should be used as auxiliary me-
dium of instruction in nonlanguage fields of studies in the hope that this might slowly 
lead to the development of the indigenous languages. Sometime in the future, it is 
envisaged that these languages will become the dominant medium of instruction in 
particular disciplines. This complementary approach to learning is also understood as 
a form of decolonization, since encounters with entangled knowledge introduce stu-
dents to the different definitions and perspectives of decolonization.  The in-extricate 
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nature of language and knowledge is expressed through the slightly reductive state-
ment “language is knowledge” (Keet et al., 2006), but clearly without language, curric-
ular knowledge could not be grasped. Famous sociocultural scholar of learning Vygot-
sky (1978) postulates that social activity is the basis for thought development and with-
out language and communication, there can be no social interaction which leads to 
learning. This implies a learner’s environment, culture, values and language influence 
thought development and learning even as Wittgenstein (1922) posits that “the limits 
of an individual’s language determines the  limits of  the person’s world.” To add, Sapir   
(1949) is of the view that “the real world is unconsciously built to a large extent on the 
language habits of a group.” Thus, the decolonization of curriculum cannot be consid-
ered without taking into account the LOTL. This leads to different definitions of decol-
onization (inclusive of the researcher’s) and different perspectives of decolonization. 
2.4 Defining Decolonization 
 
As with many social science themes, decolonisation cannot be given a fixed definition. 
This is because a consideration of what animates the term should be taken into ac-
count. Yet the basic definition according to the researcher will be the “end of colonial 
rule” which could be in Africa or anywhere in the world. With respect to education, 
decolonization is rendering curricula accommodative and inclusive by introducing local 
knowledges, languages and pedagogies in dissemination. 
 
The uprising in South African universities in 2015, with the outcry being the decolonis-
ing of curricula, is not something new on the African continent. African countries such 
as Kenya also went through this phase. In 1968, there was a call for the closure of the 
Department of Education at the University of Nairobi (Thiong’o, 1986) because the 
department taught African history and culture during a period when the West was gain-
ing ground and popularity in Africa. The overpowering influence of the West implied 
foreign religious studies and philosophy had to be given priority in the curriculum. Pan 
Africanists such as Ngugi wa, Thiongo rose up against this. For this simply meant the 
continuity of colonisation. These pan Africanists wanted African education to be cen-
tred on African history and culture rather than the focus on western culture as posited 
by Thiong’o 1986). They called for a radical curriculum transformation at the universi-
ties because the curricula of these universities at the time represented the values, 




Curriculum is not simply content or curricular knowledge, but the pedagogy and lan-
guage used to disseminate “that particular” knowledge. Curriculum theorist Michael 
Apple terms it the “selective tradition” aimed at maintaining the status-quo of the rich 
remaining rich while the poor remain poor (Apple,1979). He further considers the cre-
ation of curricula a “political act” because “what goes in or what is left out “of the cur-
riculum is usually determined by the powerful of the society” (Apple,1979). This gives 
us a basis for understanding the “fees must fall uprisings” of South African universities, 
which included the demand for a radical curriculum change, the decolonization of cur-
ricula in HEIs and universities due to the fact that English is the LOTL, administration 
and research at the tertiary level of schooling (Foley, 2004). The current situation dis-
favours a majority of students who do not have English as their first language yet are 
obliged to study in a language in which they lack proficiency. The effect is lack of 
communication during lecture, lack of comprehension, the poor grasping of curricular 
knowledge which results in failure, repetition and dropout. Myburgh et al (2004) posit 
that when learners do not speak the same language as the LOTL, effective teaching 
and learning can hardly take place.  
 
To add, research suggests that the use of mother tongue as LOTL leads to effective 
learning and improved understanding of curricular content which optimally leads to 
success (World Bank, 2010). This greatly reduces chances of failure, repetition and 
dropout. A general improvement on the sociocultural conditions would occur due to 
the fact that curricular knowledge which represents cultural capital and leads to social 
mobility would be accessible to a larger part of the population. This leads to the differ-
ent definitions of decolonization, particularly by university students of South Africa. 
 
The students of the University of Limpopo consider decolonization to be “getting the 
same kind of education as students of formerly white universities such as the Univer-
sity of Witwatersrand, University of Cape Town and the University of Potchefstroom 
(Langa, 2016). On the other hand, students of the University of Witwatersrand, the 
university of Kwa Zulu Natal and University of Cape Town argue that a decolonized 
education implies the inclusion of the works of black scholars in the curriculum. For, 
the works of black scholars have been relegated to the periphery (Langa, 2016). Stu-
dents demand a “decomodifying” of higher education, a gender, racial and class justice 
as well as the destabilisation of western epistemologies (Langa, 2016). The above 
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definitions highlight the dissatisfaction of students with the lack of resources when 
comparing their universities with formerly ‘white’ universities or the language used for 
teaching and learning as well as the absence of local knowledges they can identify 
within the curriculum. The definitions are not very different from the perspectives of 
decolonization that will be considered below. 
2.5 The Different Perspectives of Decolonization 
 
The first definition addresses the decolonization of European knowledge which 
requires a complete replacement of school curricula with African knowledge as posited 
by Thiong’o (1986). African knowledge would be re-entered while European 
knowledge, values, ideals and orientation become secondary to African ones. The 
result would be a complete change in the way Africans perceive themselves, their 
history, culture, achievements, society and future as a whole. Africans would therefore 
learn African history in their local languages, think critically and generate new 
knowledge in their local languages since it is easier to do so than in any foreign 
language: particularly English (Wittgenstein, 1922; Sapir, 1949). 
 
The next perspective to consider is decolonization as an additive inclusion which is 
accommodative and inclusive in nature. It requires the curriculum to include formerly 
marginalized knowledges, histories and languages but according to Garuba (2013), 
the additions (of African knowledges and languages) have not really been applied. To 
him, African languages in South African curricula have merely been “the addition of 
raffia chairs in an already well-furnished living room”. For African languages are used 
to camouflage or cover up the underlying continued marginalisation and English 
remains the main language of administration and LOTL, particularly in higher 
education (Article 11.1 LPHE 2002). 
 
The third perspective is decolonization as the Africanization of knowledge which 
represents the hard version of Africanizing school curricula in Africa. This perspective 
involves a complete rejection of European knowledge allowing for no mixtures. 
Advocates or this pan Africanist type of education such as Thiong’o, 2016; and 
Mignolo, 2011) were of the view that once a university has been established in Africa 
it must become an African university not a university of Africa. The African, 
philosophies, values, knowledges, cultures and most of all the languages used must 
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be African.  This will leave no room for African success to be seen as an imitation of 
western knowledge, standards or values. This is a purely pan-Africanist view that 
demands Africans develop their identities based on their African knowledge, African 
culture, and learners should read African books by African authors. Learners must be 
taught about African artworks and also learn from African cinematics. This way, they 
will aspire to be great as the Africans to whom they have been exposed “not mimicking 
some white artist from a strange and distant culture” (Jansen, 2017). 
 
Furthermore, Thiong’o (1986) objects to the kind of easy transformation of curriculum 
without hitches that usually comes with a struggle. According to Thiongo, such 
changes are merely a continuation of colonial curriculum, thus could be considered 
unreal because durable changes do not come easily in life. The transition of a colony 
to an independent state, particularly through curriculum transformation, could hardly 
be smooth. Such major changes usually provoke upheavals since colonialists, 
governments and capitalists use the education sector to propagate their philosophies 
(Apple, 1979). To add, Thiong’o (1986) posits that curriculum decolonization requires 
learners to learn through African languages rather than English: the colonial language. 
He did not agree with Achebe’s hailed position of the English language as the 
language which is “unassailable in our literature” (Thiong’o,1986). 
 
The fourth perspective which is decolonization as critical engagement with settled 
knowledge is the form of decolonization that is about empowering students to be 
critical thinkers (Tapper, 2004). It is not about de-centring or re-centring any 
knowledge but rather engaging curriculum content and asking critical questions about 
the origin of such knowledge (Tapper, 2004). Critical issues include the aim of such a 
knowledge and for whose interest that particular knowledge would be handled by 
students. According to Jansen (2017), the Rhodes statue of memorial which sparked 
resistance from students should not be toppled or replaced but should be maintained 
so that students can engage with this memorial and ask these critical questions which 
will maintain the country’s history even if it is a ‘hated history’. The fact that such a 
practice will be using new knowledge, new theories and new perspectives to engage 
with existing curricula sounds challenging yet inclusive, for education that is merely 




The fifth perspective conceives of decolonization as encounters with entanglement, 
which is apparently an easy approach for students because students could decide to 
register to study either a European or an African curriculum in the same university.  
However, the issue here is that there can hardly be any clear cuts when it comes to 
knowledges (Sen 2006).” Clear-cuts” along the lines of “colonized” or “colonialists’ 
knowledge” are non-existent since there is interaction between these two, just as with 
humans who interact daily, these knowledges are inextricable (Sen, 2006). The 
entangled lives of humans cannot really be separated in as much as the different 
knowledges cannot also be separated, thus this calls for a coexistence (Fanon, 1959). 
To add to this, Sen (2006) postulates that in as much as the colonized mind cannot 
imagine its existence as well as its function without colonialists’ knowledge in a 
universe fashioned by colonialists, there is bound to be interaction between them for 
generations to come thus a coexistence must be struck. Consequently, these scholars 
propose a system of education where there is a mixture of both African and European 
curricula which the researcher concurs with. 
 
Finally, the sixth perspective is the additive form of decolonization adopted by the 
South African government and the Ministry of Education (with the help of the Ministry 
of Arts and Culture) since 1994 and the demise of the apartheid regime. This meant 
learners could start off the journey of learning in their mother tongues 
(Kamwangamalu, 2010) and increasingly add second and third languages as they 
progress to the point of using code switching right up to university level. The nation 
set out to pursue multilingualism, though some scholars are totally against this move. 
Alexander (2000, Webb (2006) and Madiba (2011) all reason that multilingualism will 
be of great benefit to the nation rather than act as a barrier. This opposes European 
“imperialism” which upholds that for purposes of nation- building, a nation must adopt 
a monolingual approach (Reagan 2002). To add, Mbeki (2007) postulates that 
multilingualism which involves sharing one’s mother tongue with others results in the 
cutting across of borderlines. This further leads to the breaking of social barriers which 
previously hampered nation building. As a result, two separate sites become a single 
and larger site for interaction thus leading to the birth of a new nation. According to 
Mbeki, when many languages are present in a nation, they should all be used instead 
of being cheated by marginalization. This argument would seemingly appeal to those 
who value diversity. Bamgbose (2003), and Bokamba (1995) agree with this position, 
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postulating that the positive realities of multilingualism must be faced, accepted and 
used maximally for nation building. 
 
 Furthermore, Madiba (2011a) affirms this by saying ‘if multilingualism is built 
consciously into the nation’s language policy as the dominant principle, opportunities 
will likely be broadened to include formerly marginalized citizens to take part in national 
affairs.’ This implies monolingualism is an effective instrument for social exclusion and 
to social justice protagonists such as Rousseau, Kant, and Hobbes, this is against the 
‘distributive justice.’ These scholars have all postulated that essentially, ‘the 
distributive aspects of the basic structure of society must be made accessible to all’ 
(Keet et al., 2006). 
 
Brighouse (2002) further argues that the normal framework for democracy is that of 
an ‘egalitarian liberalism’. This implies all citizens of a nation must be granted equal 
liberty to take part in the building of their nation. The above-mentioned scholars 
propose equal opportunities for schooling and training of all citizens which would seem 
an entirely reasonable, inclusive, humane and laudable approach to nation building. 
 
On the other hand, pan Africanist scholars (Thiong’o, 2016; Fanon, 1959 and Hoppers 
and Richards, 2011) propose that African schools and universities must be Africanized 
by a geographical ‘shift in knowledge’ from western knowledges taught in schools to 
the local or indigenous knowledges using indigenous languages. To the pan 
Africanists, the knowledges, histories and languages of the marginalized should be 
validated by being included in the curriculum. This way, a generative force which 
recreates will be given to the formerly ‘museumized’. This will lead to the use of their 
culture, languages, belief systems and ‘legitimate’ knowledge systems that are valid 
and are very important. It explains why the students of South Africa have been on 
strikes demanding the decolonization of the university curriculum. The students 
demand this in order to gain access to curricular knowledge which can hardly be 
accessed if they are continually taught in English or Afrikaans and not in their 
indigenous languages which is against cognitive justice. To them it is hard to think, 
understand and criticize the ‘foreign knowledge’ taught them in a ‘foreign language’. 
The critical thinking and creativity demanded of them at the tertiary level of education 
can hardly be realized this way. To add, there will continually be high failure rates and 
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dropouts by the majority of students for whom English and Afrikaans are not first 
languages.  
 
Mutasa (2015) and Magawa (2008) support this line of thinking of the students by 
positing that every language in South Africa is a resource that must be allowed to live 
and contribute to national development rather than being despised, shut down and left 
to die for lack of use. According to these scholars, language is pivotal to national 
development, thus all linguistic groups in South Africa must be allowed to function fully 
as members of the society (Magawa, 2008). Their languages must be hailed and given 
parity and equality by the government even through the universities (Mutasa, 2015) 
 
Wood, Brunner and Ross (1976) further support the demands of the students by 
positing that the scaffolding relationship between the learner and the experienced 
adult, tutor or peer will be faulty. The communication in the teaching - learning process 
will be in a foreign language, thus making it difficult if not impossible for learners to 
leave their zones of proximal development in order to acquire the knowledge or skill 
focused on; the effect will be failure, repetition and dropout which perpetuates 
cognitive injustice. 
 
2.6 Summary and Implication for the Empirical Study 
 
This chapter has discussed critical themes such as decolonisation from the point of 
view of pan Africanists and decolonization as understood by certain university students 
in South Africa as per their demands in the “fees must fall’ crisis.  The pre-1994 
language policy in higher education in South Africa as well as the language situation 
at the university under study (UB) before1994 were also discussed. In addition, the 
chapter explored what principles underpinned the adoption of new language policies 
in higher education institutions all over South Africa and the efforts the government 
invested in creating new policies and bodies to help PanSALB function successfully in 
promoting the use of indigenous languages in the higher education sphere. It also 
outlined some of the perceived failures of PanSALB according to certain scholar. 
These important themes explored in this chapter provide an understanding of the 
origin and the necessity of the pursuit of functional multilingualism in HEIs and 









































This study which sets out to look into the practice of functional multilingualism as a 
means of decolonization in the tertiary education sector of South Africa uses the 
methodology described below as means of data collection.  
 
The previous chapter discussed the decolonization, the different perspectives of 
decolonization and which of these perspectives has been adopted by South Africa. 
Furthermore, it reviewed the current situation of the official language policy (all 11 
languages officialised) and how this policy was developed, the effects of failure to 
enact this policy in the educational sector, particularly in higher education, as well as 
discussing the different propagators for and against the adoption of multilingualism. 
Chapter 2 also elaborated on the language policy and context of the University of 
Bhuta. Now, Chapter 3 considers the methodological options and motivates choices 
of methodology, research design (case study), research paradigm (qualitative), data 
analysis, validity, reliability and the ethical considerations used in the study.  Also, the 
limitations of the study will be considered in Chapter 3. Furthermore, the chapter 
explores the descriptive nature of this study; describing the experiences of the 
stakeholders (with the use of pseudonyms for purposes of confidentiality) in the setting 
such as students, lecturers and support staff as far as the language of communication 
on campus is concerned. 
 
3.2 Research Paradigm 
 
A paradigm is defined as “that which represents the philosophy used by a researcher 
to frame their study or reasonings” (Babbie and Mouton, 2007). It is a set of beliefs or 
assumptions that determines the social functioning of a particular society and 
determines the directions and research philosophies that derive from it (Sullivan, 
2011). Four major research paradigms are distinguished;  
the positivist paradigm which is characterized by the goal of predicting;  
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the interpretative paradigm with the goal of understanding;  
the critical paradigm with the goal of emancipating and  
the post-structural paradigm with the intention of reconstruction (Denscombe, 2010). 
This study makes use of the critical paradigm since it has the intention of influencing 
the language policy of UB to become more inclusive of the other local languages 
spoken in South Africa. The critical paradigm informs investigation that sets out to 
understand the social, political, economic or educational environment under study in 
a bid to understand why things happen the way they do. This type of study generally 
aims to understand causal antecedents and who benefits from such activities (Hannes, 
2018). It sets out to question the status quo of the society irrespective of its understood 
legitimacy with the aim of making the disadvantaged aware of their present condition. 
The goal of researchers using this paradigm is not merely to criticise, but to come up 
with alternative routes which would result in a more inclusive and accommodative 
learning environment as is the case with this study (Hannes, 2018). This will ultimately 
result in a truly democratic society if proposals and strategies are actually considered 
and acted upon, thus leading to social and cognitive justice. 
 
3.3 Research Design 
 
The research design here is a case study. A case study could be defined as an 
investigation carried out to examine a single case (Picadi and Masick, 2014). Simons 
(2009) defines it as an in-depth exploration of a particular project, institution, policy, 
program, or system in a real life - context. An advantage of this design is that it enables 
the investigator to focus on something particular in order to develop a meaningful 
comprehension of the program, person or institution being studied (Yin 2014). 
Furthermore, case studies investigate a phenomenon in real- life contexts where there 
is hardly any demarcation between the phenomenon and the context in which it 
operates (Yin, 2014). To add, this design has been chosen to enable the researcher 
to gain an understanding of the dynamics involved in practising multilingualism in this 
particular context (UB), even as big international businesses use it to understand 
growth and fluctuations in their businesses as posited by Saunders, et al,+ (2009). 
 
In this study, the unique case of the language policy of the University of Bhuta was 
studied through the use of the non-experimental methods of interviews (seven staff 
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members), administered questionnaires to 30 first year students, visited the websites 
of certain (10) departments of the university (chosen randomly) and through 
naturalistic unobtrusive observations (Picadi and Masick, 2014). A naturalistic setting 
is when the researcher gathers information through observations in the ‘natural habitat’ 
of the phenomenon without her presence and actions being noticed by the participants 
(Picadi and Masick, 2014:135). This provides a realistic and very comprehensive 
understanding of the issue being investigated unlike the expected behaviours involved 
in controlled environments which may yield adulterated results. Thus, measures were 
taken to ensure trustworthiness with the collected data. The temptation to reproduce 
false behaviours due to the researcher’s presence was avoided. This method was 
chosen because the analysis of the data collected usually falls under primary data 
analysis which implies the researcher analyses data collected personally from 
observations and interviews conducted as postulated in Picadi and Masick (2014). 
 
3.4 Research Approach 
 
Research studies have three major approaches which are the quantitative, qualitative 
and the mixed approaches. The mixed approach is a mixture of both the quantitative 
and qualitative approach in a single study. The quantitative approach has the intention 
of testing theory while the qualitative approach has the intention of building theory 
(Christensen, Johnson and Turner, 2010). In addition, qualitative generally relies on 
qualitative data collection processes which are usually non-numeric such as visual 
aids, words and images which are used in this study thus categorising the study as a 
qualitative research. 
 
Another characteristic of qualitative research which is used in the study is in-depth 
interviews where participants were allowed to narrate their individual (subjective) 
experiences in UB as far as the language policy of the institution is concerned. This 
helped in developing a hypothesis at the end of the study as it is typical of qualitative 
research (Christensen, Johnson and Turner, 2010). In-depth interviews further give 
the researcher close contacts with the participants which yields a deeper capture of 
data from non-verbal communication as attention is given to participants. Information 
which could be vital for the study but withheld by the participant will be acquired 





3.5 Population and Sample 
 
The population studied is that of UB and the sample (for the interviews and the 
administering of questionnaires) has been chosen not randomly but purposefully due 
to the fact that it is a case study. The multilingual department of the university which 
has the responsibility of ensuring functional multilingualism is practiced in UB, the 
African language and LanCSAL (Languages and Cultural studies and Applied 
Linguistics) department which have experts who can actually help this vision become 
a reality were all chosen. Seven staff members from these departments were 
interviewed and thirty first year students of the LanCSAL responded to the 
questionnaires prepared for data collection of this study. It is worth noting that a 
sample had to be chosen considering the fact that the study is a mini-dissertation and 
not a major research study. A small but representative sample group (which meet the 
criteria; stakeholders) of the institution’s population was chosen to work with (Burns 
and Grove, 2009:35). Even though the study is a mini dissertation, the findings would 
certainly contribute to the wealth of knowledge needed to realise the vision of 
functional multilingual practise needed not only at UB but in HEIs of South Africa and 
in the nation of South Africa as a whole. It would provide a deeper understanding of 
the challenges encountered in policy implementation which is very far from policy-
pronunciation, policy- planning or policy- adoption. 
 
3.6 Data Collection Methods 
This study made use of several research methods in collecting data. These included 
in-depth interviews which are semi-structured, questionnaires and visits to websites of 
the university and finally un-obtrusive observations. These observations are 
conducted covertly so as to enable the researcher to become one of the un-noticeable 
participants thus not obstructing the information collected from the other participants 
in any way, all in a bid to ensure trustworthiness (Picadi and Masick, 2014). The results 
obtained will be different from those in controlled environments which can be predicted 
(Picadi and Masick, 2014). 
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3.6.1 Sample Interview 
 
Interviews were carried out on one of the campuses of the institution being studied. 
This is because it is a real-world situation where things unfold naturally and naturalistic 
environments are needed for a study of this nature (Patton, 2002). Natural settings 
provide a non-manipulative or uncontrolled environment, thus allowing room for the 
study to capture information as events transpire naturally. 
 
Semi-structured interviews were used to allow participants to express themselves 
freely, yet in a given direction as posited by Spradley (1979). Participants were given 
a certain direction to freely answer open-ended questions. The in-depth nature of the 
interviews yielded unintended outcomes, for more than what was expected was 
revealed. In other words, in-depth interviews with their benefit of ‘thick detailed 
descriptions’ as posited in Creswell (2003) were used. The researcher made use of 
the critical skill of being emphatically neutral and being mindful so as to gather rich 
information without being judgemental or biased. This required the show of 
attentiveness, respect, sensitivity, responsiveness and openness during the in-depth 
interviews (Christensen, et al., 2010). Despite all these advantages of in-depth 
interviews, the researcher was expected to guard against taking in biased information 
released by participants who intentionally released information which they knew the 
researcher would like to hear thus making the data “impure” as described in Creswell 
(2003:186). 
 
3.7 Data Analysis 
 
Data analysis involves attaching meaning to the gathered information from a study 
and implies linking collected data by means of categorizing codes (Cresswell, 2003). 
Thematic content analysis (Braun and Clarke, 2006) is used to establish themes by 
identifying recurring pattern in the codes and regrouping these codes into categories. 
Codes are similar statements of essential meanings said differently but pointing in one 
direction or implying the same thing (Braun and Clarke, 2006). The themes are 
analysed for the sake of extending interpretations and answering the research 
questions (par,1.5).  
 




Mouton (1996:112) defines validity as the closest approximation to truth and reliability 
to be the consistency with which the same results are yielded from several studies 
over a given time period all things being equal. Validity and reliability are indispensable 
concepts in experiments and research studies according to Bassey (1999:74), yet he 
points out that in case studies, they can be overlooked since the study can hardly be 
repeated taking into consideration the fact that case studies are carried out in 
particular contexts. An exact replication of such a study in another context would not 
yield the same results (Bassey, 1999). It should be noted that this could make case 
study results questionable as posited by Pierce (2015). To make sure the questions 
of the interviews and questionnaires are valid and reliable, they are tested on non- 
participants to ensure the intended results are achieved. Furthermore, during 
interviews, the researcher ensures the feedback obtained from participants bears their 
understanding about the subject matter and not the researcher’s. This is to avoid 
misinterpretation of data collected (Christensen et al., 2010 and Creswell, 2003). To 
further ensure validity and reliability, the researcher reports findings as much as 
possible in a language similar to those of the participants (including quite a few quotes) 
to achieve “low-inference descriptors” (Christensen et al., 2010). 
 
3.9 Ethical Considerations 
 
Data collection always raises issues of ethical concerns. This requires the researcher 
to determine the most appropriate way of collecting data. This way, any conflicting 
values which may arise in the research process will be handled aptly (Johnson and 
Christensen, 2000). Ethical measures must be adhered to particularly when dealing 
with humans and institutions in order to avoid the infringements on human rights. 
These rights could be; 
 The right of the participant to e anonymous, 
 The right of the participant’s privacy, 
 The right of confidentiality of the participant, 
 The right of the participant to withdraw from the study at any given juncture without any 
harm, 
 The right of the researcher to be responsible (Johnson and Christensen, 2000).  
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 The researcher obtained an ethical clearance required from the Ethics Committee of 
University of Johannesburg before carrying out the study. This was for the protection 
of all participants from all harm (Babbie, 2010) be it physical, emotional or 
psychological. The participants were made aware of the “raison d’etre” of the study 
beforehand. The fact that their participation in the study was voluntary and not forced 
was also made clear to them. Additionally, they were made aware of their right of 
withdrawal from the study at any given time without any emotional, physical or 
psychological risks. Their rights to confidentiality and anonymity were further ensured 





As stated above, the nature of this study is a minor-dissertation. Thus, only three 
departments of the UB were studied and from the findings, inferences and inferences 






In conclusion, this chapter addressed the research design (case study) used in the 
study as well as the research paradigm (critical), the research approach used which 
is qualitative in nature due to the fact that it used visual aids, existing documents, 
receipts and data collected from the different websites of the university. The chapter 
also highlighted the advantages and disadvantages or limitations of each data 














The previous chapter motivated the choice and detail of the research design (case 
study) and paradigm (critical paradigm) as well as the research approach used which 
is qualitative in nature due to the fact that it will use visual aids, already existing 
documents, receipts and data collected from the different websites of the university. 
The chapter also highlighted the advantages and disadvantages or limitations of each 
data collecting instrument.  
In this chapter, data collected through the use of the above-mentioned data collection 
methods are stated for a broad view of the themes and sub themes that came up 
during the study. The data will only be analysed in the next chapter according to 




One of the methods used for data collection in this study was questionnaires.  Due to 
the fact that the study is a mini-dissertation (with limitations of time and resources), a 
total of thirty first year students from the LanCSAL Department responded to the 
questionnaires. They were randomly chosen in the tutor room to be participants in the 
study. An explanation of the study was given them. Clarity on words not understood 
such as “LOTL” was also given them in order to ensure the best participation. 
Furthermore, taking into consideration their time-constraints as students, the 
participants were assured that the questionnaires could be answered in about 15 to 
18 minutes.  
 
These questions were based on the explorations of the study which are the obstacles 
and challenges faced by the institution towards the pursuit of a multilingual language 
policy that is truly inclusive, 
 Does decolonisation through language inclusivity imply the development of 




 What are the views of staff and students on the development of African 
languages as compulsory credit bearing courses?  
 What appropriate materials and pedagogies have been developed in the 
local languages adopted by the institution? 
Data from the questionnaires reveal the LOTL in UB to be English yet up to 53% of 
the students considered that functional multilingualism is practised in UB. This may be 
related to a lack of understanding of the term “functional multilingualism”, which would 
involve using more than just English as LOTL in UB to the extent of code-switching 
during lectures both by lecturers and students in a bid to give parity and equality to the 
adopted local languages. They could be mistaking the fact that they are free to express 
themselves on campus and in class amongst other students in their mother tongue for 
functional multilingualism. However, functional multilingualism would require more 
than that. Clause 8.2.5 of (CHE, 2001) recommends that for effective learning to take 
place in a multilingual environment, examination question papers should be translated 
into other local languages even if the language of assessment is different.  
Additionally, 90% of the students indicated they performed better in their academics 
when their mother tongues were used as medium of instruction in their primary 
schools. Yet, up to   60% of   them preferred studying in English instead of their mother 
tongues. When asked if they would prefer a change in the medium of instruction from 
English to either Isizulu or Sepedi (the local languages adopted by UB), they  declined 
by saying it is easier to study in English at present and it is more advantageous to 
study in English considering the fact that English is the lingua franca of tertiary 
education as well as in the corporate world. Some students who had never studied in 
their local languages were similarly sceptical of such a change because it would be 
very difficult to start learning to read and write in their local languages at this level.  
The students were asked to suggest a pathway to actually realise functional 
multilingualism by the university and the government and 76% proposed that all 11 
languages of South Africa should be developed and used in the institution for purposes 
of democracy, 24% of the students proposed that the government and universities 
should concretise the adopted languages of each university and use them in the day 
to day activities of the various universities. It is worthwhile mentioning the fact that 
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84% of the students believed functional multilingualism could be a reality within the 
next 10 years in South Africa if the government decides to eradicate all non-
commitment toward the pursuit of multilingualism and so invest time and resources 
into it. Just 26% of the students were pessimistic about this pursuit and said “it will 
take “forever” to realise this dream”. 
 
4.3 Visual Aids 
 
 Pictures were taken by the researcher as an unobtrusive observer (unnoticed). Due 
to the size of the study, 40 pictures were taken of notice boards, signage, signposts 
and direction indicators of various departments and offices at UB. The pictures were 
randomly taken on two out of the four campuses of the institution. Of these pictures, 
96% had titles or instructions written in English. Just 2% were written in English and 
translated into Afrikaans, and another 2% of these had inscriptions in all four 





Another method used in this study are semi- structured interviews which were in-depth 
in nature. The semi-structured questions of the interviews were aimed at answering 
the research question and sub questions of the study. Emails were sent about two 
months prior to the interview date to book appointments for interviews taking into 
consideration the tight schedules of the interviewees who were mostly lecturers and 
other staff members. 70% of them gave prompt appointments, 10 % postponed and 
20% did not respond. 
 
During the interviews, the researcher’s request to record using a recording device was 
granted by each participant. In addition to the use of an audio recorder, the researcher 
used pen and paper in transcribing the interviewees in cases where the technology 
failed. The in-depth interviews enabled the researcher to collect data that was uttered 
as well as the unspoken information communicated nonverbally. Seven interviews 
were conducted with lecturers and support staff from the departments of LanCSAL, 
the Multilingual Department and the department of African languages of UB. A number 
of themes (which are explored individually), came up as data was analysed. These 
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included a resounding “no” to the practice of multilingualism, the preference of English 
and the silent practice of non-inclusivity of the other languages adopted by UB. Further 
issues included a demand for the decolonization of content and media of instruction, 
the lack of funds and finally, the policy gap with the statement “Where reasonable and 
practicably possible.” 
 
4.4.1 A Resounding No as to the Question about the Prevalence of Practices of 
Functional Multilingualism 
 
In stark contrast to the data generated by the questionnaires, all the interviewees said 
“no” when asked if functional multilingualism is practiced in UB. They said that you 
could hear IsiZulu and Sepedi spoken on campus and even studied but only as 
subjects taught in the Department of African languages. One of them who took the 
name Amandla in order to preserve anonymity indicated that the practice of functional 
multilingualism would imply that a student from any department (in economics, say) 
could choose to answer exam questions with any language of his choice found in the 
language policy of the institution and would expect the lecturer to correct his script. 
Yet it cannot be done in UB, an institution which is supposedly multilingual. 
 
Lecturer Amandla who has a good understanding of what multilingualism is all about 
said: 
 `We are basically saying that the language of instruction here at UB is English. 
Afrikaans, Isizulu and Pedi is another name for Northern Sesotho are the other 
languages adopted by UB. But you will find that these languages; Zulu and Pedi are 
only functional when we teach the Zulu and Pedi subjects. When it comes to other 
disciplines, these languages do not feature. So, in other words, I am saying that if we 
talk of multilingualism, I am not sure if a learner in education finds that he can answer 
a question better in Sesotho sa Leboa or Isizulu if perhaps they will look at that. So, I 
am doubtful whether they can go to a language expert and say that there is a learner 
that answered a question in Isizulu.’ 
  
Support staff Thembi, when asked if the four languages adopted by the university are 
being used responded: `NO! Always, we talk English. Always English! 
Interviewer: ` So, if you have a problem and you cannot express yourself well in 
English; you can keep it to yourself?’ 
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Thembi: ` I must try to talk English’ 
Lecturer Vuyo, when asked if multilingualism was practiced in UB, his response was 
categorically `No!’ 
Interviewer: `Why do you say that?’ 
Vuyo: 
 ‘Well, because everything is in English or there is very little happening in any of the 
other languages. And we started off well when I started here. It was an Afrikaans 
speaking institution, then we moved over to double medium and then we moved over 
to English. All meetings are conducted in English. All correspondences take place in 
English. English is almost compulsory for most students because it is the medium of 
teaching. I am not aware of any other languages being used as mediums of tuition 
unless it is a course in a particular language. If I look at what policy says and what 
actually happens, the idea of multilingualism; very, very little is sort of happening in 
practice.’ 
 
Staff member Jolly, when asked if multilingualism is practiced in UB, the response was 
also a categoric `No! Not at all!’  
`I have been here now for twenty-four years. When I started, we had one language: 
Afrikaans was the only medium of instruction. Then other institutions merged with us 
and were mostly English. So originally, we had the English- Afrikaans policy and then 
they decided on only two African Languages and that will be Sotho and Isizulu. So 
officially, of course, we have four languages.  But in practise, it really doesn’t pan out 
that well. If I take the work that I do, where I had to translate from English to Afrikaans 
for lecturers, and also do editing of Afrikaans documents, that scenario has changed 
dramatically.’ 
 
4.4.2 Preference for English 
 
Though this sub theme is derived from another source, it must be considered due to 
its critical nature. Staff member Jolly revealed that an empirical study was carried out 
with students during the registration period and the forms were translated into the 
adopted languages of UB but the students indicated they preferred the English forms. 
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It was also revealed that students do not want to be an exception by exposing their 
lack of mastery of English thus they prefer to operate in English to avoid being 
stigmatized.  
 
4.4.3 A Silent Non-inclusivity of the Other Languages Adopted by UB  
 
There is a silence around the non-inclusivity of the other languages adopted by UB in 
practice. This is because though the policy says four languages have been adopted 
by the institution, the practice portrays something else. The above-mentioned 
testimonies illuminate this as well as the fact that not only the two African languages 
suffer from neglect or minimal usage; Afrikaans also suffers. Afrikaans which was 
originally the only language of the institution has slowly dwindled into almost “nothing.” 
 
Staff member Jolly indicated; 
 `I help with the English, and translation regarding Afrikaans. I did study guides, tests, 
marketing materials. A lot of stuff was translated from English to Afrikaans. Then 
Afrikaans started dwindling tremendously. Afrikaans became less and less. Very, very 
little enquiries from people within UB have come to me asking how do I spell this or 
that in Afrikaans. Afrikaans has really dwindled. I still get requests for translations and 
editing in Afrikaans from outside UB, but not from within. For the last ten years and 
more, never has anyone asked me to interpret for them into Afrikaans.’ 
 
Isizulu and Pedi also suffer the lot of the Afrikaans language; which is neglect or 
minimal use thus revealing the non-inclusivity of the other languages: a contradiction 
of UB’s language policy. Jolly, further throws light on it when she discloses the fact 
that her two colleagues responsible for translation into both African languages had to 
be moved from the multilingual department to the African language department due to 
lack of work in that department. 
 
Jolly: ‘They have been seconded to the Department of African Languages to help with 
teaching because the amount of work they got really did not justify them to be part of 
our office. Their work became so little. Even now for me in Afrikaans, people will ask 
...our letterhead; we want it in the four languages. So, we each get a little phrase: two 




Jolly also revealed the fact that there is almost no commitment to the pursuit of the 
inclusivity of the two adopted African languages when she says, 
 `...There was a lot of work done in the African language department and by our unit 
behind the scenes in the past. But nothing happens to it. Nobody uses it. It is not 
handed out to the people. It is not utilized. There was the law faculty for example. They 
did a big effort to have glossary into the three languages. They compiled a list of words 
for their students and we had them translated. But they had the booklets available but 
was never collected by the students. They were not interested; you know.’ (clause 
6.4.2 UB Policy 2014). 
 
 
4.4.4 The Demand for Decolonization of Content and Medium of Instruction 
 
Another important theme that came up during the interview was the fact that lecturers 
understand the need for the decolonization of both the curriculum and the medium of 
instruction at UB. 
 
Lecturer Busi stated that there have been no changes in UB as far as the 
decolonization of the LOTL is concerned since 2015 despite the demands of the 
students during the “fees must fall uprisings” of 2015. Meetings were held shortly after 
the strikes to plan towards the decolonization of curriculum and the language of 
teaching and learning but things ended just at those meetings.  
‘I mean, that is one of the ironies; English is the ultimate colonial language in South 
Africa. So, if you talk about decolonization, we should actually do much and more 
specifically towards the indigenous languages. No! In terms of language policy, I don’t 
see anything that vaguely looks like decolonization.’ 
 
Lecturer Thato supports the demand for the decolonization of content as well as the 
medium of instruction by testifying thus; 
 ‘We have to contextualize what’s being taught them particularly in Africa. Students 
deserve to use their languages in class so that they see their African perspectives in 
the knowledge...some students prefer to express themselves in their mother tongue.’  
 
Lecturer Mabena of the African language department believes that the students have 
a right to demand a decolonization of the curriculum content and medium of instruction 
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in UB. He believes that using one’s mother tongue is a basic “human right” which must 
not be denied the students. According to lecturer Mabena, 
 ‘Every person can actually express his ideas better when they are using their own 
language. If there is anything that needs to be named in science like an atom, it can 
be coined in Isizulu and say “i-atome.” There have been some experiments in KZN 
with chemistry taught in Isizulu and the students who did it fared better than the ones 
who did it in English. I think the problem is that we need a paradigm shift and think 
otherwise; not just follow the flow. Do you know that because they are bringing in 
Chinese to South Africa, there is more determination and desire for people to learn 
Chinese rather than to learn the African languages? I think there is a sort of 
unpreparedness from the government and the University to develop the African 
languages.’ He further posits that the neglect of the use of mother tongues as media 
of instruction will mean the departure from multilingualism, once pursued be the 
Council of Higher Education (CHE, 2001). 
 
 
4.4.5 Lack of Funds 
 
Financial challenges have posed a huge setback to the pursuit of functional 
multilingualism at UB. The cost of translating documents in all four adopted languages 
of the institution and that of employing interpreters for simultaneous interpreting during 
lectures has proven to be very high and consequently resulted in the abandonment of 
many such projects. 
 
Staff member Jolly testified to this when she said, 
 `But again, money; because those things take money to put up with heavy translations 
and fights about shouldn’t this be like that? Shouldn’t this be like this? Pose a problem.’ 
This brings to light the silent theme of incongruence amongst local language experts 
which greatly hinders the pursuit of multilingualism in UB and in South Africa at large. 
This simply talks of the abandonment of one of the major goals of the South African 
Language Draft Bill which was to promote the learning of all the local languages by all 
South Africans in a bid to achieve national unity and multiculturalism (CHE, 2001 and 




Lecturer Mishu stated that the government needs to divert funds from other projects 
to ensure that an important issue such as functional multilingualism be achieved in 
universities or institutes of higher education. Her words were, 
 `The government is rather pumping more money into NESFAS and the raising of new 
buildings at the universities and so for this reason there is little money left on the 
budget to be invested into projects such as multilingual developments at universities.’ 
This way, there will be funds for the employment of linguists, interpreters, language 
specialists who will bring in the needed skills for the production of glossaries, 
dictionaries and the numerous pedagogic resources needed in disseminating the 
curriculum through the local languages. 
On the other hand, staff member Jolly states that even at the level of the top 
management of the university, funds could still be made available to foster 
multilingualism if only the top management is supportive. Her words were, 
 “Other universities have got the top management to buy in; the top management must 
first buy in. This way, they will be prepared to invest financially into it but if not, you 
won’t get their support. This does not require only the Vice Chancellor but all of them.’ 
 
4.4.6 Gap in Policy: “Where Reasonable and Practicably Possible.”  
 
A critical gap has been found in the language policy of UB, the LPHE as well as in the 
NLPF. This has made attempts in the pursuit of multilingualism almost impossible. 
Clause 6.2.1 of UB’s language policy (2014) states ` All approved modules and courses 
will be offered in English and where reasonable and practicably possible, will be 
offered in the other three adopted languages.”  This has provided an easy way out as 
long as it is deemed not “reasonable and practicably possible” in the face of 
challenges. Little effort is invested to surmount any challenges that arise in this venture 




The websites of ten different departments of UB were visited and all of them had 
information solely in English except for the welcoming speech in the prospectus which 
was in all four languages of UB. This is contrary to clause 6.3.2 of UB’s language 
policy (2014) which states `The three other designated languages will be promoted as 
far as reasonable and practicably possible.’ The interpretation of the terms ‘reasonable 
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and practicably possible’ is here contentious, since the majority of those who visit 
these websites have mother tongues other than English. For fixed content on a 
website, the challenges of translating into each of the selected languages would not 
seem prohibitive. 
 
4.6 Documents  
 
Documents from UB such as receipts, certificates, diplomas, brochures, application 
and registration forms, contracts and examination papers were also collected and 
examined to determine UB’s degree of multilingualism. It was only the brochure of the 
multilanguage unit that was presented in all four languages. The graduation brochure 
was also presented in all four languages which is in adherence to clause 6.3.2 of UB’s 
language policy (2014). Yet, it is worthwhile mentioning that these other languages 
apart from English are found only in the introductory pages. When it comes to excerpts 
of students’ theses, they are all written in English.  
 
Furthermore, important contracts which are supposed to be in the local languages in 
which employees are most proficient are only found in English. Extra effort is therefore 
required of the employees to get a firm grasp of the terms and conditions of their jobs. 
This particularly concerns the support staff who are also part of this study. Support 
staff Thembi asserted that she is forced to speak English even though she is not fluent 
in it and when she needs translation or explanations, she calls for help. She said, ‘I 
must try to talk English.’ When asked if she has come to like English now that she has 
been forced to use it, she said ‘No! I like it because I am supposed to talk but I like my 
language Isizulu because when I talk in my language you can hear me clearly...When 
I come to my manager, I want to talk straight things...When you want to talk English, 
you have to think.’ This resonates with the many who are frustrated at their place of 
work because they have been deprived of the right of expressing themselves in their 
mother tongue at their jobsites.  
 
This further contradicts clause 6.9 of UB’s language policy (2014) which stipulates that 
UB will offer staff and students courses in all four languages that will enable them to 
acquire conversational fluency. However, no proficiency tests are given to students or 
members of staff before admission or employment except in the African language 
departments where Isizulu and Sesotho sa Leboa are offered as subjects. Proficiency 
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tests are carried out on admission (as was discovered during the interviews) to 
determine if students require a particular remedial course or are adequately proficient 
in the language in question. Additionally, certain examination answering booklets have 
the introductory parts written in all four languages, yet students are not permitted to 





To conclude, this chapter addressed the major themes and sub-themes, (a resounding 
no to the practice of multilingualism in UB, demand for decolonization, simultaneous 
interpretation, lack of funds and gap in policy). These emerged from the elicited data 
through the use of research instruments such as questionnaires, interviews, visual 
aids and visits to the websites of several departments of the university, as well as 
looking at documents such as registration forms, diplomas and certificates awarded, 
receipts, exam papers and brochures of UB to see how far multilingualism is being 























The purpose of this study is to investigate the practice of functional multilingualism as 
a means of decolonization in the tertiary education sector of South Africa in a 
comprehensive university in South Africa.  The research is a case study and qualitative 
in nature. Chapter 4 explored  the major themes and sub-themes (resounding no to 
the practice of multilingualism in UB, demand for decolonization, simultaneous 
interpretation, lack of funds and gap in policy) which emerged during the study through 
the use of research instruments such as questionnaires, interviews, visual aids and 
visits of the websites of several departments of the university as well as looking at 
documents such as registration forms, diplomas and certificates awarded, receipts, 
exam papers and brochures of UB to see how far multilingualism is being practiced in 
the institution. 
 
Chapter 5 focuses on discussion of findings and further analysing (using theory) data 
thematically to bring out both the semantic and latent outcomes in terms of Braun and 
Clarke’s (2006) theorisation. To get the semantic outcomes, data will be analysed from 
a top-down perspective which implies using research questions to determine themes, 
meanwhile the latent analysis (bottom-up) will require the determination of themes by 
a close consideration of the collected data (Maguire and Delahunt, 2017). The analysis 
will be made with reference to Vygotsky’s sociocultural learning theory with particular 
emphasis on the ZPD which is critical in the learning process (as explained in Chapter 
2). Further reference will be made to the theories of social and cognitive justice in 
education as also considered in Chapter 2. 
 
The research questions used in determining themes and in analysing data are; 
 What are the obstacles and challenges faced by the institution towards the pursuit of 
a multilingual language policy that is truly inclusive? 
 Does decolonisation through language inclusivity imply the development of 
African languages so they can be used as languages of teaching and learning? 
 What are the views of staff and students on the development of African 
languages as compulsory credit bearing courses?  
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 What appropriate materials and pedagogies have been developed in the local 
languages adopted by the institution? 
5.2 Thematic analysis 
 
Thematic analysis involves the identification of themes or patterns in a given data set 
which is usually qualitative in nature. According to Braun and Clarke (2006), ‘the 
thematic analysis skill is the first that must be acquired by researchers due to the fact 
that it provides core skills that will be useful for conducting many other kinds of 
analysis’ (p.78). This method is known to be flexible in the sense that it is not tied to 
any theoretical framework thus it is an easy method (and not a methodology) to use in 
research involving teaching and learning as in the present study (Braun and Clarke, 
2006 and 2013).  
 
This 5-step method comprises familiarising oneself with data, developing codes, 
looking out for patterns or themes, reviewing the themes, defining themes and finally 
writing up findings (Braun and Clarke, 2006). This method has proven to be effective 
in the whole process of analysing data in this study particularly with the interviews. It 
is worthwhile to note that there is no particular formula in creating themes according 
to Braun and Clarke (2006). Themes are just a group of codes related to each other 
and which point in a certain direction or theme. 
 
The following themes (which will be explored individually), emerged as the data was 
analysed. These included a resounding no to the practice of multilingualism, the 
preference of English and the silent practice of non-inclusivity of the other languages 
adopted by UB. Additional themes included a demand for the decolonization of content 
and the medium of instruction, the lack of funds and finally, the gap in the language 
policy with the qualification “Where reasonable and practicably possible” which is 
found both in the language policy of UB (2014) and in the Language in Education 
Policy (2002). For these themes to be analysed with reference to the theory of social 
and cognitive justice underpinned by the sociocultural theory of learning postulated by 






5.3 The Significance of Social Justice in South African Education Sector 
 
South Africa as a nation has a liberal, rights-based constitution which prohibits anyone 
from being discriminated against on the basis of language particularly in the 
educational sector. Anyone has the right to study in any of the 11 official languages of 
their choice and any linguistic community has the right to use their cultures and 
languages of their community as stated in (section 30 of The Constitution). This implies 
that learners/ students must feel free to study in the language in which they are most 
proficient. Thus, compelling schools and HEIs to render this possible by adhering to 
the laws of the respective provincial governments which protect the linguistic rights of 
their population. The provincial authorities ensure that the most spoken language(s) 
of the province is adopted by academic institutions: thus, not only English or Afrikaans 
will be used in schools but also other local languages. The development of such 
inclusive language policies in education especially at HEIs ensures “parity of esteem” 
and gives room for those who were formerly discriminated against to be treated 
“equitably.” The high percentage of South Africans (more than 76.9%) (Van Lit, 2015) 
who speak South African local languages will have access to education and success 
which further leads to social mobility. This enables the formerly marginalized to take 
part in the basic distributive justice of the society as posited by Keet et al, (2006). To 
add, the democratic frame of equity and fairness as postulated by Rawls (1958) would 
be realized. Rawls (1958) posits that people of the same society who compete against 
each other should be given “consistent” liberties to take part in nation building 
particularly through education. Post-apartheid linguistic policy can be seen as an 
application of this principle in the tertiary sector of education. 
 
5.4 Cognitive Justice 
 
Cognitive justice could be defined as the art of making curricular knowledge available 
and accessible to all learners, considering the pedagogy and language used in 
disseminating this knowledge in a way that no learner feels discriminated against due 
to a lack of understanding or inability to grasp content. 
 
It is certain that language influences understanding (thinking) even as Wittgenstein 
(1922) posits that “the limit of one’s world is the limit of his language,” implying that 
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you can only make progress in life as far as your language skills can take you. Thus, 
the LOTL goes a long way to determine understanding and academic success. If the 
learners lack proficiency in the LOTL, there is likelihood that their level of 
understanding will be low thus resulting in failure. It seems likely that such a realisation 
regarding the educational sector informed policy development under the apartheid 
government when studies in HEIs were done mostly in Afrikaans and English. The 
new democracy of 1994 had to quickly take measures to ensure educational 
transformation. The nine other indigenous languages which had been marginalized 
became formal languages which had to develop into languages of research, science 
and technology. These languages had to be used in every sphere of education, 
particularly the tertiary sector, to ensure equity and parity of all local languages and 
the knowledges and cultures they represent.  
 
To add, the government and the Ministry of Education introduced these changes in a 
bid to enable students at this level to learn in their mother tongues; through the 
languages in which they had mastery and proficiency. This had the goal of enabling 
students to think critically as they studied in their mother tongues, increasing 
accessibility to curricular knowledge and enhancing the understanding of concepts 
thus leading to success. 
 
Considering the fact that education is “a discursive arena in which particular resources 
are reproduced, given value and disseminated in a particular way which allows for 
competition over access and usually unequal distribution” (Leibowitz, 2015), the 
government of South Africa had to enact new language policies in education to ensure 
cognitive justice which would later result to social justice. The bilingual (Afrikaans and 
English) educational system was abandoned for a multilingual one. Studies have 
shown that students learning in multilingual environments have an advantage over 
those who learn in monolingual environments because they can think, reflect and 
verbalize their thoughts in more than one language as posited by Bukatko et al, (2004). 
Such learners have greater control over their thinking processes with also the ability 
and tact to overcome second language hurdles when expressing themselves. This 
would enable students to build mastery in their fields of study: a wealth that could be 
greatly multiplied in the rainbow nation which could also contribute to nation building. 
The above explanation provides a backdrop for the pursuit of plurilingualism 
52 
 
(multilingualism) in South African education. The theories discussed would be made 
reference to as data is analysed by relating identified themes to the research questions 
this study. 
5.4.1 Institutional Response to Students’ Request for a Decolonized Curriculum via 
LOTL 
 
The students in the institution being studied took part in the uprisings of 2015: 
demanding the decolonization of the curriculum because they felt estranged from 
curricular knowledge disseminated in English which is not their first or second 
language. This demand was in line with the language policy of the institution adopted 
in 2014 which stipulated the adoption of the two most spoken languages of the 
province (Isizulu and Sesotho sa Leboa or Sepedi) as required by the Language in 
Education Policy of 2002. Yet the fact that the students still felt estranged indicated a 
gap between adoption and implementation of the policy of functional multilingualism 
by this institution. 
 
All the interviewees answered a resounding “no” when asked if functional 
multilingualism is practiced in UB. One of the interviewees; a lecturer clearly said  
“there is no semblance of multilingualism practiced in UB. English is the only language 
used during lectures, in writing assignments, tests, tutorials and exams by all involved 
in the learning process despite the institution’s commitment to functional 
multilingualism as per their language policy.” Functional multilingualism as defined in 
Chapter 1 is the art of using more than just English as LOTL in UB to the extent of 
code-switching during lectures both by lecturers and students in a bid to give parity 
and equality to the adopted local languages. The practice of functional multilingualism 
in this institution would mean the practice of social and cognitive justice. For if local 
languages are used alongside English as LOTL, there will be communication during 
lectures; minimising by-passes between lecturer and the learner during the language 
game which is indispensable for effective learning as postulated by Wittgenstein 
(1922). This positive stride taken in the direction maximizing the variety of languages 
in higher education will eventually lead to triumph over the “language imperialism” of 
the West. This leads to the next research question to be considered which addresses 




5.4.2 Developing Local Languages to Render Them LOTL at HEIs as a means of 
Decolonising the Curriculum 
 
One of the purposes of this study was to find out if it is an absolute necessity to develop 
local languages until they could be used as languages of teaching and learning at the 
tertiary level of education. Data collected from interviews, questionnaires, visual aids 
visits to several websites of different departments of the university and the collection 
of documents revealed that the language of administration, LOTL, and the language 
of marketing in the university is English. The other three languages of the institution 
have been relegated to the periphery which suggests an anti-democratic and a non-
inclusive learning environment. Learners in such environments, where they are forced 
to learn in a language they are not proficient in, will feel marginalized or discriminated 
against. The university has not made concrete and persistent efforts in developing 
local languages to the point where they could be used for teaching and learning thus 
leading to a learning space that lacks social or cognitive justice. This practice is against 
the views of scholars such as Bamgbose (2003) as well as Bokamba and Tlou (1980), 
who posit that a complementary use of local languages alongside English in higher 
education institutions in third world countries is an indispensable means of fostering 
democracy. 
 
One of the interviewees from the Department of African Languages (Amandla) pointed 
out that they had never been called to mark examination or test scripts from another 
department answered in one of the adopted languages. This is because the students 
know they would not be given the liberty to do so: they must make every effort to 
answer in English even if they lack mastery of the language. To Amandla, functional 
multilingualism would imply such practises being carried out in the institution. The 
result of such a practise would be the intellectualization of local languages which could 
be used formally in certain domains as means of communication rather than English. 
Additionally, the introduction and continual use of local languages in higher education 
institutions such as UB will not only lead to these local languages being intellectualized 
but there will be an eventual break form this “tight bond” which still exists between third 
world countries and the “Imperial West ” (Hoppers and Richards, 2012). According to 
these scholars, the “prohibition of thinking itself”, due to the fact that students study in 
a language they are not proficient in, will cease. The far-reaching effect would be the 
practice of critical thinking (encouraged by UB) since students would be studying in 
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their intellectualized local languages as postulated by certain scholars (Thiong’o, 
2016; Dlamini, 1996;   and Reagan, 2002). The discussion above provides possible 
reasons why courses have not been developed in local languages to ensure equity 
and parity between English and the adopted local languages of the institution. 
 
5.4.3 Developing Credit Bearing Courses in Local Languages as with English 
Language 
 
Data collected from the interviews point to the fact that no proficiency tests for the local 
languages adopted by the university are conducted prior to admission as a student or 
before anyone is employed in the institution. The only proficiency tests conducted are 
in the department of African Languages to determine the entrance levels of student 
who are admitted to study local languages as subjects. An actual implementation of 
functional multilingualism would require the university to establish proficiency tests for 
all four languages adopted by the university with the intention of providing courses in 
all these languages for all in the institution, whether students, staff or support staff 
members.  
 
A great leap forward would be made in developing a socially just learning environment 
where all the adopted languages are given equity and parity. People will be 
encouraged to learn the once marginalised local languages and those represented by 
these languages will be dignified by the value given these languages. Consequently, 
they will also be dignified because a language represents not only a culture but a 
people as well. Learning in such an environment becomes effective because the 
possibility of codeswitching during lectures would be possible. The rate of 
understanding and accessing curricular knowledge will be increased because learners 
would no longer need to grasp concepts taught them in a second language, interpret 
the concept into a mother tongue for understanding before assimilating it. These 
multilingual students would also become very flexible in their thought and analytical 
processes and would develop greater propensities of verbalising their thoughts unlike 
their monolingual counterparts as postulated by Diaz and Kingler (1991). 
 
Furthermore, they might quickly develop capacities to overcome language inhibitions 
particularly when learning in a second or third language as also considered by Diaz 
and Kingler (1991). The implementation of functional multilingualism requires the hard 
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work of linguists to produce pedagogic materials in the local languages and make them 
readily available to lecturers and students as well as whatever else might be required 
in the institution. This leads to the research question regarding whether such efforts 
have been made. 
 
5.5.4 Developing Appropriate Materials and Pedagogy in Local Languages to Ensure 
Functional Multilingualism 
 
The implantation of functional multilingualism requires serious ground work invested 
in creating dictionaries, glossaries, textbooks and pedagogic materials needed for 
teaching in the adopted local languages. Data collected indicates that the university 
under study made efforts in the past towards the implementation of functional 
multilingualism. Jolly the interviewee expressed the fact that the university made good 
use of the interpretation and translation unit of the institution when they were required 
to produce study guides in all four languages as well as examination answering sheets 
which had instructions written in all four languages. Test questions and marketing 
materials were also translated into the four adopted languages of the institution.  
Furthermore, the interpretation units worked with the faculty of law to produce the 
glossaries needed by the students in the adopted local languages though the 
institution failed to get the students to collect them. Her words were ‘There was a lot 
of work done behind the scenes by the African language department and our 
unit...they compiled a list of words for their students and we had them translated into 
the two local languages but the students never collected them. They were not 
interested.’  
 
In addition, the interpreting and translation units made available simultaneous 
interpretations during the Vice Chancellors visits and during disciplinary hearings but 
all these dwindled with time. Thus, when the students’ uprisings in 2015 started, 
meetings were held to mobilise towards the pursuit of functional multilingualism but 
nothing concrete was invested towards actual realisation. An institution with the goal 
of establishing a democratic and socially just learning environment which promotes 
cognitive justice would have invested resources and efforts towards realising 
functional multilingualism. The reluctance or non-commitment of the institution 
towards the demand of the students led to questions around what challenges might 




5.5.5 Possible Challenges to the Implementation of Functional Multilingualism  
 
For an institution with a commitment to pursue democracy through its adoption of an 
inclusive and accommodative language policy, it is strange that suddenly it becomes 
ambivalent towards this pursuit. Findings from the study portray challenges such as 
lack of funds, incongruence amongst linguists and the gap in language policy be it 
institutionally or nationally which have resulted in the failure to implement the language 
policy. Moreover, the students’ preference for English is a possible challenge to 
implementing functional multilingualism in the institution. 
 
The first challenge to be explored is the lack of funds to sponsor language units in the 
university. In order to establish a unit with responsibility for interpreting and translating 
all that is needed to run an institution in the pursuit of functional multilingualism the 
employment of a significant number of language experts would be require. However, 
the institution lacks the funds to realise this. The costs of translation and simultaneous 
interpretation during lectures have proven to be too great to maintain, thus leading to 
the abandonment of the task of establishing multilingualism at the tertiary level of 
education with the goal of achieving national unity (CHE 2001).  
 
Yet if the government or HEIs were truly determined to pursue democracy and a 
socially just society, it seems likely that funds would be diverted from less 
consequential projects such as building new campuses to make funds available for 
the multilingual units to function adequately. Interviewee Mishu said ‘the government 
should rather stop pumping more money into NESFAS and the raising of new buildings 
and make money available for multilingual projects’ such as the employment of 
linguists, language experts, interpreters and translators. For they will bring in the 
needed expertise in the production of glossaries, textbooks, dictionaries and the 
numerous pedagogic materials needed to disseminate curriculum in the local 
languages. This would greatly augment the rate of learning since under these 
circumstances, learning would  take place in a culturally - friendly atmosphere which 
enhances cognitive development (and cognitive justice) as posited by Vygotsky, 
(1978).The scaffolding relationship indispensable to the learning process would be 
favourable to effective learning as the lecturer, tutor or experienced peer provides the 
needed push or pull at the ZPD in a language understood by the learner unlike in 
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monolingual learning environments (Wood, Brunner and Ross, 1976). On the other 
hand, it should be noted that a majority of students do not want to study in their local 
languages. They consider it harder to study in the local languages rather than in 
English. This leads to the next challenge to be explored in the pursuit of functional 
multilingualism which is the preference for English. 
 
Findings from the questionnaires proved that 60% of the 30 students preferred 
studying in English rather than in their mother tongues despite the fact that the 
students in this university took part in the 2015 uprisings; demanding a decolonization 
of the curriculum through LOTL. To support this fact, Beukes and Pienaar (2006) 
postulate that only 40% of the first-year students of this institution grew up with English 
as their first language yet up to 80% of these first-year students preferred English as 
their primary language. This could be related to the fact that English is the language 
of administration, the door opener (or language of opportunities), the Lingua- Franca 
of tertiary education, of the corporate world, and the fact that English is a global 
language (DoE, 2010 and Brand, 2004). Students at this level of education prepare 
themselves for the corporate world, thus they would not risk losing opportunities of a 
bright future by studying in local languages.  
 
To add, the attitude of parents and that of the society at large towards English makes 
it hard to implement functional multilingualism. Parents and students have a high 
esteem for English and a low esteem for the local languages. The findings reveal this 
when interviewee Jolly who said ‘So we asked the students, would you not have liked 
to have these (registration forms) in your mother tongue? And they said, you know 
what, I would not have understood it if it were in my mother tongue.’ Students would 
prefer to study in English but to use their mother tongues in their daily activities and in 
their interactions with peers. Furthermore, students would not want to stand out and 
be stigmatized as those who lack proficiency in English even as lecturer Themba 
expressed when he said, ‘That’s the problem...they don’t want to stand out. That’s a 
big issue always. They hate the impression that they are not fluent in English because 
if you are not fluent in English, then you are apparently stupid. That’s the perception.’ 
 
The above perception explains why parents would prefer to send their children to 
“former model C” schools which have English as LOTL. Parents believe studying in 
English gives their children the cultural capital needed to effectuate the social mobility 
58 
 
made possible by success in education. Parents further believe that studying in the 
local languages would only be a continuation of the Bantu education used by the 
apartheid regime to discriminate against users of local languages. South Africans who 
had the Bantu education could not take part in nation building as their white 
counterparts who studied in English or Afrikaans; thus, social injustice was 
perpetuated. 
 
The next challenge being considered is the gap in policy when considering clause 
6:3.2 of the language policy of UB (2014) which states that “The other 3 designated 
languages (Afrikaans, Isizulu and Sesotho sa Leboa/ Sepedi) will be promoted as far 
as reasonably practicable taking into consideration the target audience”. It would 
appear that adherence to this stipulation by the institution is selective at best. It should 
be noted that this runs deep in the South African education sector because the 
Language Policy of Higher Education (2002) is also plagued with the statement 
“reasonably practicable”. This gap in policy has made room for the government and 
HEIs to be relaxed about the pursuit of plurilingualism. The outcome is that the student 
population and the nation at large suffer from the ripple effects of this gap. 
 
The final challenge to be explored as far as the implementation of multilingualism is 
the incongruence amongst linguists and language experts. Findings reveal ground 
issues amongst these groups of people expected to bring in their language skills and 
expertise to resolve issues faced by the language unit of the institution. It is a 
significant challenge to arrive at a consensus between these experts regarding how 
material should be interpreted or translated into the four adopted languages of the 




Chapter 5 focused on analysing data thematically to bring out both the semantic and 
latent outcomes as explained by Braun and Clarke (2006). To bring out semantic 
outcomes, data was analysed from a top-down perspective which required the use of 
research questions to determine themes. In addition, the latent analysis (bottom-up) 
required the determination of themes by a close consideration of the collected data 
(Maguire and Delahunt, 2017). The analysis made reference to Vygotsky’s 
sociocultural learning theory with particular emphasis on the ZPD which is critical in 
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the learning process (as explained in Chapter 2). Further references were made to 
related literature as well as to the theories of social and cognitive justice in education 



































In this chapter which is conclusive in nature, there will be discussions around the 
objectives of the study mentioned in Chapter 1 which include Establishing the impact 
of the wind of decolonization in recent years on the language policy of UB, and 
determining whether there have been changes in the language policy of UB since 2015 
due to the students’ demand for the decolonization of the curriculum from which they 
felt estranged, particularly with regards to LOTL. Also, the attempts made by UB to 
address these demands will be considered along with discussion of challenges UB 
has encountered as it strives to implement functional multilingualism. 
Apart from the objectives being examined summarily, the findings of the study will also 
be addressed and recommendations made (with particular emphasis on the 
successful multilingual strides made by both the University of Cape Town and the 
University of Kwa Zulu Natal). The intention is to suggest the possibility that these 
advances might be replicated in UB. The overall aim is to augment the actual practice 
of functional multilingualism in UB, considering implications for  South Africa as a 
whole, taking into consideration the fact that a journey of a thousand miles begins with 




6.2.1 What has Changed So Far with the Demand for Curriculum Decolonisation (via 
LOTL) in UB? 
 
There have been a number of strikes since 2015 by university students in South Africa 
with those of UB included. One of their demands was the decolonization of the 
curriculum because they felt estranged from the curriculum particularly when 
considering the LOTL, which is mainly English. Most of the students in UB do not have 
English as their first language. To the majority of students, English is their second 
language and to others, it is even their third language. Just 3%of the students who 
answered the questionnaires said English was their first language. Thus, it is 
imperative to understand that the remainder struggle with English as the LOTL, which 
results in difficult communication during lectures and consequently results in lack of 
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understanding, failure, repetition and even drop outs. The social relationship needed 
to boost learning particularly at the ZPD (Vygotsky, 1978) will be absent or almost non-
existent due to communication barriers (Wood, Brunner and Ross, 1976). This calls 
for an urgent reconsideration and revision of the language policy of the institution. 
 
From the interviews with lecturers and staff members who have been employed by UB 
with durations ranging from 7-24 years, there were no indications of any changes in 
the language policy of UB since it was officially adopted in 2014. A number of meetings 
were held after the “Fees Must Fall “upheavals of 2015, but nothing concrete has been 
done to ensure the practice of functional multilingualism in UB.  This would involve 
equality and parity being given to the adopted languages of the institution to the point 
of these languages being intellectualized and codeswitching practiced during lectures 
both by lecturers and students.  
 
To add, Clause 6.4.2 of UB’s language policy (2014) outlines the intention of 
intellectualising the adopted mother tongues of the institution (Isizulu and Sesotho sa 
Leboa) by creating glossaries and terminology lists per discipline but this has not been 
adhered to. It further reveals the abandonment of Clause 8.2.5 of the Council of Higher 
Education (CHE, 2001) which states that for effective learning to occur in a multilingual 
environment, there must be the translation of tests and examination papers in the local 
languages even if the language of assessment is different.  
 
UB is yet to reach such a level in practicing functional multilingualism as one of the 
lecturers interviewed in the Department of African languages expressed doubts about 
the possibility of a student who answers an exam question in his mother tongue in a 
field other than African languages ever passing. Failure will be guaranteed for not 
answering in English because that is the only language of teaching and learning in 
UB. The fact that they have never been called to help by any lecturer proficient in 
Isizulu or Sesotho SA Leboa to bring in their expertise in such a situation proves that 
students know that this is an option that should never be considered even though UB’s 
language policy provides room for this. 
 




Findings from interviews conducted suggest incremental advance has been made by 
UB towards functional multilingualism considering staff member Jolly’s testimony of 
the campus visits usually carried out by the Vice Chancellor (VC). She said, `This 
campus visits are usually attended by workers from UB ...and people are usually 
forced to attend by their departments. In the past, workers sometimes requested that 
somethings be interpreted in their language...they like speaking in their mother 
tongues. Two colleagues were made available to interpret into English so that the 
questions that were asked could be understood by everybody.’ This was certainly an 
inclusive and considerate practise which has been forgotten even though its cessation 
could be partly attributed to the fact that people did not want to be stigmatized as 
novices in English as well as financial constraints. Jolly further said, ` ...In the HR 
division, if there was a disciplinary hearing, people were asked to do some English 
interpreting and they said; oh no, it is not necessary! I can speak English.’ 
 
Jolly further revealed that a lot of background work was carried out in their unit for the 
faculty of law to come up with the glossary in Isizulu and Sesotho but the students 
showed absolutely no interest in it and never came to pick them up. The university, for 
its part, made little effort at this juncture to ensure the glossaries were collected and 
used by students. Thus, so much was invested to come up with the glossaries by UB 
but the commitment to see the project through till the end was lacking. UB must come 
up with an implementation plan clearly stating the different levels of implementation. 
A follow up committee must also be put in place to see that projects that take-off must 
be carried out till the end. This reveals a short coming on the part not only of UB but 
of the nation at large with regards to facing the whole cost (not only financial) of 
adopting mother tongues as media of instruction in higher education institutions 
(Beukes, 2004). The cost has rather “frightened” the government and the managers 
of such institutions and since the policy gap of “where reasonable and practicable” 
exists to provide a justification of any easy abandonment, they can hardly be blamed 
for policy-abandonment. 
 
One encouraging development comes from the Department of Philosophy which has 
requested a course for all its staff members in the adopted languages of UB from the 
Department of African languages. The philosophy lecturers want to be able to correct 
the theses of their students who have proposed to write in their local languages; the 
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languages in which they best express themselves. Such a leap forward hinged on 
Clause 1.2.1 of the Department of Arts and Culture (DACT, 2003) which states that no 
student should be deprived the opportunity of using the language of their choice: 
translations and interpretations should be given them when needed. To add, the South 
African draft bill stipulates that the government is committed to promoting the learning 
of all the South African languages in a bid to achieve multiculturalism and national 
unity (CHE, 2001), thus providing another justification for such a venture to be carried 
out in UB. This explains why lecturer Vuyo proposes that many other departments of 
the university should do what the Department of Philosophy has requested because 
he believes UB has the needed expertise to carry out such a venture and if need be, 
there are many language experts out there that will willingly help in realising such a 
goal. He said, `Already, there are some departments like Philosophy where there are 
some lecturers or staff that have requested that they want to learn IsiZulu. And already, 
there are some tutorials for the staff members. So, there is willingness on their side. 
So, it must be introduced to all other departments. The university should standardize 
it and make it known to all staff members that there is room for tutorials. Because 
some people may just desire it in their hearts and not see it. I mean, they do not know 
that it is offered formally. ...If the university is serious about it, there are so many people 
outside who could come assist us’.  
 
To add to the efforts made by UB so far, in the Department of Indigenous Languages, 
the names of professors and their consultation hours are being written in local 
languages rather than in English and Afrikaans as has historically been the case. This 
will compel students and even lecturers who do not have Isizulu or Sepedi for mother 
tongues to make an effort to learn some basics in these adopted local languages of 
UB. Thus, the above-mentioned efforts could be termed attempts towards 
plurilingualism (the use of more than three languages) which will become functional 
multilingualism when almost all, if not all the departments of UB follow suit. 
 
6.3 Limitations of the Study 
 
The participants of this study came from just three departments out of the more than 
fifty-five departments and schools in UB. Furthermore, the fact that up to ten different 
websites of UB were visited does not provide comfortable grounds for firm and 
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categoric generalizations to the whole institution to be made from the findings of this 
study. Thus, there is need for a broader study to be carried that will involve many other 




All the participants interviewed revealed that functional multilingualism could become 
a reality only if the commitment to its pursuit is sustained by the management of UB 
and the government at large. The participants proposed that all the top management 
of UB must promote the indigenous languages (and not only the VC) by actually 
acquiring fluency in more than a single mother tongue. Such an action would be in 
accordance with policy (DACST,1995) which states that all South Africans should 
endeavour to acquire languages other than their mother tongues as well as acquire 
spoken and written languages for a range of contexts in order to equip themselves “for 
whatever challenges life throws at them in any field”. It should be noted that since 
2003, the Department of Internal Medicine introduced intensive courses in Afrikaans 
and IsiXhosa which had previously been conducted only in English (Madiba, 2011).  
 
The Becoming a Doctor course required those registered to do medicine to take 
intense grammar courses in both Afrikaans and IsiXhosa for a whole semester 
(Madiba, 2011). For family medicine, students had to spend two and a half weeks with 
IsiXhosa speaking families to be able to consult with them and diagnose their health 
conditions in the language the patients spoke (Madiba,2011). This venture was a huge 
success to the point of UCT winning the Multilingualism Award of PanSALB in 2011 
(Madiba,2011). The award was specifically given to the Faculty of Health and 
Humanities but without significant help from the Departments of Educational 
Development and the Department of Literature, this would not have been possible. 
This shows the synergy between the different schools, units departments and faculties 
of UCT which is worth being imitated if multilingualism is to thrive in HEIs including 
UB.  
 
This further reveal that a single faculty or department cannot achieve this and more 
so, those in managerial positions of institutions should get involved. For if those in 
authority practise functional multilingualism, they will know the critical importance of 
enabling others to acquire such skills. This way, funds could be made available to 
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sponsor and install a number of language units in UB which will provide the expertise 
needed to meet up with the high demand of both the inspired staff and students to 
acquire skills in multilingualism as exemplified by the authorities. The management 
will have ample motivation to channel funds and man power towards the installation 
of multiple language units on campus and further perhaps, in all the departments of 
UB. Funds could even be made available in the form of scholarships offered to the 
most multilingual students of the different faculties as was done in UCT (Madiba, 
2011). This move will advertise and give value to local languages once marginalised.  
 
To add, those in authority who are themselves involved in the pursuit of multilingual 
skills will make funds available for follow-up committees needed to ensure the 
permanent establishment of translators and silent interpreters during lectures or 
meetings. The effective implementation of functional multilingualism on campus will 
be pursued as with the case of the University of KwaZulu Natal where all 
undergraduates are expected to enrol for Zulu courses without any exception of race, 
gender or skin colour.  
 
Furthermore, the authorities could make available the funds to employ the man power 
needed to ensure that the proficiency tests in all the adopted local languages on 
admission or employment become compulsory in UB as is the case in the University 
of KwaZulu Natal and is provided for by (Clause 6.2.1 of UB’s Language Policy, 2014). 
This would further raise the profile of the local languages that have been marginalized 
and relegated to the periphery. For if a local language becomes a prerequisite for 
admission or employment and even promotion, the perception adopted by the public 
of local languages may improve.  
 
The example of big businesses which use local languages to reach the “hearts” of the 
population of mother tongue users by advertising their products in African languages 
should be emulated by the government of South Africa and managers of higher 
education institutions. According to Dr Madiba, who spearheads multilingualism in 
UCT, ‘if you talk to a people in a foreign language , you will be talking to their heads 
but if you do so in their mother tongue you will be speaking to their hearts’ (Madiba, 
2011) This seems likely to be relevant in the sphere of education since when learners 
are touched in their hearts in the learning process, they tend to enjoy the subject matter 
66 
 
and this facilitates understanding and retention,  which are all crucial for academic 
success. 
 
To add to the recommendations, one of the participants even went as far as proposing 
that the president must communicate with the population generally in the local 
languages so that he actually reaches the target population with local language 
speakers being the majority. This way, this huge population which does not have 
English as their first language will not feel `gossiped about’ in a foreign language. 
Furthermore, it was proposed that the government through PANSALB, DoE and 
DACST must liaise to ensure funds are made available for multiple language units to 
be installed in UB and a close follow up constantly carried out to ensure that these 
units are functional and effectively advertising the virtues of the indigenous languages 
as stated in Clause 8.3.1 (CHE, 2001). 
 
Through these arms of government, incentives will be made available to boost or 
motivate and even congratulate the acquisition of local language skills (as with the 
case of UCT) which thus far have been neglected to “die off”, for it is probable that 
when a language is not used it will soon disappear. The inferior status attributed to 
local languages not only in UB but throughout the nation at large could one day lead 
to the extinction of these local languages. Yet if they are valorised, there will be a 
decline in the thought of English being “the only language of economic growth”, “It is 
the common language in the corporate world,” “It is the language for future studies” as 
well as “English being the global language.” (DoE, 2010) It is not unreasonable to 
expect the government to advertise local languages nation-wide by establishing 
multiple language schools which will produce experts in all fields of life particularly in 
the areas of law, medicine and journalism where people are always brought face to 
face with local language speakers (Madiba, 2011). This way, youths would not shy 
away from speaking their “mother tongues which will take them “nowhere” but see 




The study reveals the critical place of language in learning as postulated in Myburgh 
et al. (2004) which states “where learners do not speak the language of instruction, 
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authentic teaching and learning can hardly take place.” The resultant effect is failure, 
repetition and finally dropout. A report of the World Bank (2010) further heightens this 
point by stating that “The use of one’s mother tongue leads to socio-cultural benefits, 
improved learning outcomes, the reduction of chances of failure and repetition as well 
as reduced dropout rates.” Thus, it is high time the government of South Africa as well 
as the higher education institutions honour their commitment to the pursuit of 
functional multilingualism at all costs (DACST, 1995) since this will benefit learners 
and the nation at large. Even though it will require an urgent revision of both the 
national and institutional regulations which state that “all approved modules and 
courses will be made available in English and wherever reasonable, practicably 
possible in the other three adopted languages” (Clause 6.2.1 UB’s language policy, 
2014), it will be a worthwhile investment, because this clause has proven to be 
contradictory to the pursuit of functional multilingualism. It weakens in the face of the 
slightest obstacle and provides an escape route from the pursuit of functional 
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Annexure 1: Guidelines for Language Policy of Institutions of Higher Education 
 
a)   Commitment to the Constitution Every language policy of universities and higher 
education institutions must clearly spell out their obligation to the constitution and 
commit themselves to recognise and use the local languages in the province where 
the institution is found. 
 
b) Contextualisation - The institutions must spell out their actual language practises 
as well as the plan to accommodate local languages taking into consideration the 
preferences of staff and students. 
 
c) Clear commitments to make maximum use of language resources available was 
expected in the language policies. 
 
d) Translation and Interpretation Services 
Language policies must spell out clearly what strategies has been put in place to 
ensure the training of translators and interpreters so as to improve communication 
internally and externally. 
 
e) Cost -benefit analysis 
Institutions must clearly indicate the budget put aside to achieve their chosen language 
policy. 
 
f) Labour Relations 
The language policies were expected to clearly lay out the languages for interviews, 
disciplinary hearings and conditions of service not leaving out performance 
agreements and languages of health and safety. 
 
g) Language of Administration 
Institutions were required to state which language(s) will be used for internal 
communication (oral and written) as well as which language(s)will be used for external 
communication (oral and written). The languages to be used during senate meetings, 
councils, departmental meetings, faculty meetings, enquiries, as well as which 
languages will be used by students and staff for requests. 
 
h) Monitoring and Evaluation Mechanisms 
Institutions must show that there are established committees created with the goal of 
monitoring and evaluating the implementation of the language policies in their various 
institutions. 
 
i) Social Events 
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Higher Education institutions must state in their language policies which languages 
will be used for graduations, sports and any other social activities. 
 
j) Work Place and Training Capacities 
Institutions must have language policies that show what strategies have been laid out 
to help employees acquire and improve competences in indigenous languages chosen 
for instruction and administration. 
 
This excellent guideline was applauded by many and (Jernudd 2002) gives his 
approval with it and relates it with his laid out “imperative Acts” in the pursuit of 
multilingualism in higher education institutions which are research acts, writing acts, 
administrative acts, service acts, departmental acts, and governance acts between the 









ANNEXURE 2Semi structured Interviews.  
In agreement with the University of Bhuta, I do acknowledge that all the information 
gathered here will be treated with discretion to protect all the respondents ’privacy and 
identities. This information gathered here will only   be used in an academic paper: my 
master’s mini dissertation. 
 
Thanks for your understanding and cooperation. 
 
Interview Guide  
 
For how long have you been a staff in this university? 
Do you think this institution practises functional multilingualism? 
How is functional multilingualism practised in this institution? 
Do you consider the language policy of this institution inclusive? 




Has the language policy of this institution changed since 2015? please support your 
answer with explanations. 
Do you think the students have valid reasons to demand the decolonization of the 
curriculum via language? 
Do you believe this can be achieved by the government and by this university? 
Does the university carry out any language proficiency study both for the staff and the 
students on admission or recruitment? If yes, how is it done? 
What do you foresee for the South African graduates of this university if this outcry is 
granted them? 
What do you think the University could do to motivate both students and staff to learn 
local languages? 
What suggestions would you make to the government, the university governing body 
























Annexure 3: Questionnaire  
  
1. What year are you? 
 first year? 
 second year? 
 third year? 
 post graduate student? 
 
2. Which of the South African languages is your mother tongue? 
  





4. How will you qualify your learning experience when your mother tongue was the 
LOTL? 
 very effective 
 effective 
 less effective 









 Setswana Sa Leboa 
 





8. Would you prefer to be lectured in another language and why? 
 
9. Do you think the present LOTL of this institution gives you an advantage over your 











 not at all 
 
11.  Do you think functional multilingualism is being practiced in this institution as the 











13. How would you rate this institution’s commitment to democracy through functional 
multilingualism? 
 very committed 
 nonchalant 
 mildly committed 
 
14. How would you rate the government’s commitment to democracy via functional 
multilingualism in your institution? 
 very committed 
 nonchalant 
 mildly committed 
 
15. What will you suggest the government do to realise functional multilingualism? 
 grant real equity to all South African local languages. 
 concretise the few chosen languages of every university and fund their development 
for use as LOTL. 




16. Do you think the frequent strikes of the university students’ demanding the 
decolonization of curriculum will fade away if the language policy of this institutions 





17. How would you describe curricular decolonization? 
 a new curriculum that truly represents all races and cultures of the land. 
 a new curriculum would be one that includes dissemination of knowledge 
 in sign language  
 a new curriculum would be one in which every student finds himself as well as one 
that includes all of the above. 
 
18. How would you rate the indispensability of this decolonized curriculum via 
language? 




19. Considering the commitment of both the government and this institution to 
democracy, how long do you think it will take for functional multilingualism to be 
achieved?  
 5 years 
 10 years 
 forever 
 
   
 
 
